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The purpose of this project was to design and develop a model
interdisciplinary unit combining English and history at the junior year. To
accomplish this purpose, current research and literature on integration was
reviewed. Additionally, learning objectives, teaching strategies, educational
activities and instructional materials were devoloped and adapted.
The curriculum focuses on World War II. It should serve as a possible
example of how integration might work to effectively facilitate an understanding
of history through literature and literature through history.
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CHAPTER I
Bacground of the Project
Introduction
After a long night of taking orders at the local fast food restaurant, the
average high school student struggles to roll out of bed to begin the school day.
Upon making it to first period, the student is bombarded with content specific
information. As the typical hour-long period flies or crawls by (based on many
factors), an alarming bell rings signaling the end of one class and the beginning
of another. With the exception of short breaks for lunch and passing times, this
scenario is repeated for the typical student up to eight times per day. According
to Heidi Hayes Jacobs (1989), "It is easy to forget how, 8 times a day, students
leap out of their seats every 40 minutes and rush for 5 minutes to another
setting, another subject, another teacher, another set of students" (p. 4).
Throughout the average high school day in America, most students are
required to deal with six or more teachers in fragmented disciplines. There is
typically no connection made between what is presented at the beginning,
middle and end of the day. In life, very little is fragmented to such an extent. "In
the factory-model high school. .. knowledge has been parceled out in discrete
units, and the result is a fragmented view of the world" (Schaller & Wenk, 1997,
p. 75). In fact, people desire natural connections throughout their day and
throughout their learning.
In his book, Cultural Literacy, E. D. Hirsch (1987) suggests a more
streamlined approach to education based on the assumption that human
beings form intricate memory patterns or connections known as schemata.
These schemata are webs of information that are interconnected and complex.
When the human mind is presented with a piece of information, it automatically
1
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links that piece of information to hundreds and thousands of other related
materials.
The case that Hirsch makes for intentionally linking schemata is a strong
one. Psychology and science tend to support the theory that this is the manner
in which the human brain processes information (Woolfolk, 1993). Because of
humans' notoriously small short-term memory capacity, it seems an almost
necessary explanation for how we are able to retain as much information as we
do. Sadly, most high schools do not intentionally utilize this understanding of
the human mind to make connections between the content areas.
While making curricular interdisciplinary connections appears to appeal
to common sense, it is amazing to witness the lack of cohesiveness in the
information and experiences presented on a classroom-to-classroom and
school-by-school basis in our society. A more unified high school curriculum
seems to be in order.
Connecting History and Literature
According to James W. Loewen (1995), author of Lies My Teacher Told
Me,

High school students hate history. When they list their favorite subjects,
history invariably comes in last. Students consider history the most
irrelevant of twenty-one subjects commonly taught in high school. Bor-rring is the adjective they apply to it. When students can, they avoid it,
even though most students get higher grades in history than in math,

science, or English. Even when they are forced to take classes in history,
they repress what they learn, so every year or two another study decries
what our seventeen-year-olds don't know. (p.1)
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One look around the typical American high school confirms Loewen's
assessment of student interest. For any number of reasons, students are
disinterested in the material presented in history classes. But is history truly
boring? Have we as a people lost our desire to understand, contemplate and
learn from the past? The answer appears to be a resounding, "No"! Loewen
continues:
Outside of school, Americans show great interest in history. Historical
novels ... often become bestsellers. The national Museum of American
History is one of the three big draws of the Smithsonian Institution ...
Movies based on historical incidents or themes are a continuing source
of fascination, from Birth of a Nation through Gone with the Wind to
Dances with Wolves and JFK.
Our situation is this: American history is full of fantastic and
important stories. These stories have the power to spellbind
audiences ... These same stories show what America has been about and
are directly relevant to our present society. American audiences, even
young ones, need and want to know about their national past. Yet they
sleep through the classes that present it.
What has gone wrong? (p. 2)
Perhaps the problem lies in a lack of connection between history class
and the student's life. The cold facts of most history textbooks and lectures do
little to help the high school aged student relate to historical material. Recently,
history textbooks have made more of an effort to add a human perspective to
the traditional text, but these additions do little to create true empathy or
understanding. "Textbook history tends to create in the minds of beginning
students... narrowly drawn, cardboard characters, too easily classified and
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robbed of their humanity and complexity" (Berard, 1983, p. 506). The reason
historical novels and films are so popular is that they allow the audience to view
history through the eyes of a character or characters to which it can relate.
Many of the same objections, which are raised by students in the history
classroom, are echoed down the hall by students in English courses. As a high
school English teacher, the writer has observed that these concerns are often
voiced through student questioning of the rationale behind requiring particular
pieces of literature or through obvious disinterest with the text. But just as
historical novels and museums are immensely popular with adults and children
alike, the advent and success of mega-book store chains such as Border's and

Barnes and Noble, The Oprah Winfrey Book Club and web sites like
Amazon.com are a testimony to the fact that reading is still a popular in our

(

society.
It is a shame then, that students do not find more relevance and interest
in literature read in school and that teachers don't seek to make it applicable to
life outside the English classroom. How to accomplish this is what inspired the
writer to explore possible solutions. There must be a way to capitalize on
students' academic interests throughout the content fields.
Since allowing students to focus solely on individually selected reading
materials is often impractical at the high school level, students are usually
required to combine individual reading selections with literature that has been
selected for them. Unless students have an innate love for literature, they often
wonder what connection a novel, play or piece of poetry has to the rest of their
lives. One solution to this problem is to connect the reading material to other ,
areas of study.
History, as a discipline, naturally lends itself to this kind of connection.
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"Literature can become a lens through which content is viewed. This lens holds
the young reader's attention while connecting content with the variety of human
experiences" (Smith & Johnson, 1994, p.198). Unfortunately, even though
literature can often be viewed through a historical framework, most schools
rarely make the curricular connection between the history and English
classrooms.
The benefits of this kind of integration are various. Obvious connections
can be made between the material being taught in the history classroom and
that presented in English. Most literature teachers already find it necessary to
provide detailed background and historical information. Teaching these
classes in conjunction effectively does away with the need to cover this
information in both courses.
Furthermore, combining these classes will make school more palatable
for the average high school student. The streamlined curriculum will be
attractive to the busy student who finds it difficult to focus on six or more
fragmented periods a day. The added connection will also serve to make the
requirement of both subject areas more justifiable to students and teachers
alike.
Above all, the integration of these two subject matters makes sense
because it is a natural one. Clearly, an educated citizen must know his or her
history, or as the age-old cliche states, we will be doomed to repeat it. And one
must wonder, what is literature, but the attempt of the author to capture the
human drama in all its complexity, often during poignantly historical moments.
Because of this, historical literature successfully puts the human flesh on the
skeletal form of history. Furthermore, as Tchudi and Later (1997) claim:
We understand literature to be a part of a broad dialectic that human

6

beings have engaged in since they first found it possible to communicate
with one another, one in which we attempt to deal with questions of what
this life is and what it is we should do with it. All of the disciplines serve
this dialectic; they exist because human beings posed and continue to
pose these questions. Literature, and the disciplines too, become
unauthentic areas of study when they are cut off from this dialectic. (p. 23)
Many journal articles and studies are available defending the integration
of these two disciplines. Unfortunately, most focus on the elementary or middle
school years. Relatively few recent articles can be found which provide
examples of integrating literature with history at the high school level.
Purpose of the Project
As previously discussed, the typical high school student juggles a busy
schedule which often includes six or more classes. Because the curriculum in
most schools is fragmented, these students often find it difficult to make
intellectual connections from one content area to another. This project suggests
that a natural connection exists between English and history. Thus, a model
curriculum unit has been developed for implementation at the junior year. The
unit is intended to last approximately five weeks and explores information from
the advent of World War II to the dropping of atomic bombs on Japan.
Limitations of the Project
Since the curriculum developed for this project is limited to the junior
year of high school, the skill level required by many of the assignments
provided may not be appropriate for other grade levels. Furthermore, the
natural connection between American Literature and American History courses
at the junior year may not be as easily integrated in
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other years. For example, World History is often presented during the
sophomore year while World Literature is delegated to the senior year of high
school. Thus, no "natural" connection exists.
Another limitation of this project is that it only focuses on one era in the
history of the United States. A more thorough curriculum would need to be
developed for anyone seeking to implement this kind of course over a full
school year. Again, further curricular studies and development would be
appropriate to expand the scope of this project.
Definition of Terms
For the purposes of this project, two main terms must be defined.
"Integrated curriculum" and "interdisciplinary curriculum" are often used
interchangeably, but a distinction will be made by the writer between the two to
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avoid confusion in this project. These definitions are a syntheses of several
sources and do not reflect one in particular.
Integrated Curriculum: A scenario in which an individual teacher
includes elements of other disciplines in his or her classroom.
Interdisciplinary Curriculum: A general term referring to several ways in
which a school or teacher may structure curriculum so distinct disciplines are
connected in theme and/or content.
Parallel Teaching: A situation in which two or more teachers align
classroom content in order to "parallel" classes, lessons or units.
Block Teaching: A situation in which one or more teachers combine one
or more traditional class periods to make curricular connections.
Team Teaching: A situation in which two or more teachers work together
to instruct the same group of students.

CHAPTER II
Review of Selected Literature
Introduction
As previously mentioned, much research concerning integration of
curriculum is available for the elementary and middle grade levels. Perhaps
this is a result or cause of the fact that one finds cross-curriculum teaching more
often in these settings. It is not completely clear why this trend does not
continue at the high school level, but the traditional high school includes little or
no interdisciplinary teaching. Secondary teachers are usually trained only in
one or two academic fields, and they often face content specific state and local
learning outcome goals (Jacobs, 1989).

Nevertheless, this lack of integration

in later school years is reflected in a relatively small body of age-specific
literature dealing with interdisciplinary teaching.
Even so, one might assume that some of the techniques and lessons that
have been developed for the middle school years in particular could
successfully transfer to older students. Thus, some articles focusing on the
earlier years of education have been utilized for the purposes of this study.
Much of the related literature suggests one of two ways to successfully
connect curriculum. Curriculum integration usually refers to the individual
teacher incorporating elements of other disciplines into his or her classroom.
Interdisciplinary curriculum tends to refer to scenarios often utilizing alternative
schedules which allow teachers to either team teach or parallel their courses to
create curricular connections. The following paragraphs will discuss general
thoughts from related literature concerning these methods and outline the
necessities for planning a successful curriculum.
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Planning for lntegrational or Interdisciplinary Teaching
When planning to restructure traditional school curriculum, most literature
points to similar needs for successful implementation. Gardner and
Southerland (1997) summarize many of these requirements in "Interdisciplinary
Teaching? It Only Takes Talent.Time, and Treasure." They suggest that one of
the key components for success is, "Teachers who are knowledgeable and
passionate about their discipline" (p. 32). While this element may be easily
overlooked, personalities, teaching styles and educational philosophies must
mesh in a significant way if an interdisciplinary experience is to be successful.
Another necessary talent that is reflected throughout the literature is the
need for teacher expertise in his or her given field of instruction (Smith &
Johnson, 1994). The necessity for expertise is summed up nicely by Robert
Berard (1983), "In the hands of a teacher who appreciates neither the
complexity of history nor the nature of artistic truth, the attempt to integrate
history and literature will prove clumsy, superficial, or dangerously misleading"
(p. 513).

Based on this expertise, the teacher of an interdisciplinary curriculum
must also have a talent for selecting literature which fits the needs of his or her
students. This literature should be age appropriate, historically accurate and
must hold student interest (Berard, 1983; Brozo & Tomlinson, 1986; Tarpey &
Bucholc, 1997). Much of the literature provides specific suggestions for novels,
plays, essays and poetry that would be appropriate for connecting history and
literature courses.
Time also plays a key role in the implementation of any new teaching
method. Most teachers in the high school setting teach back-to-back classes
with an hour long planning period. With the rigidity of this schedule and the
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pressing concerns of the normal day, it is virtually impossible for teachers to
plan new curricula during school hours.
The literature consistently stresses the need for blocks of planning time
for which participating teachers are reimbursed. Once the preliminary
curriculum is designed, Gardner and Southerland (1997) suggest meeting,
"weekly for two hours to continue coordinating ... teaching, revise ..
.expectations, discuss grading, and reflect on what. .. worked or didn't work" (p.
33). To provide this necessary time, schedules must be aligned so that
common planning times are established for all involved.
Finally, Gardner and Southerland stress the need for administrative and
financial support which they refer to as "treasure." They recommend that the
following costs must be covered to insure success:
• scheduled revision time to allow participating teachers to teach and
plan together;
• sufficient summer funds to pay teachers to create the course;
• support from boards for collaborative but labor-intense teaching;
• funding to pay for both internal and external evaluation and
assessment of the course. (p. 34)
Clearly, the task of thoroughly constructing an interdisciplinary or
integrated curriculum is an enormous one, and sufficient funds are necessary to
provide incentive and reward for those teachers who seek to participate. In light
of the already complex schedule that most teachers juggle, there is simply no
other way.
Furthermore, Jacobs (1989) suggests that those who take on the task of
planning an interdisciplinary curriculum should ask questions of validity.
Curriculum choices should be valid within the individual disciplines. In other
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words, "Validity within the disciplines requires teachers representing each
discipline to verify that the concepts identified are not merely related to their
subjects but are important to them" (p. 27). Curriculum designers should also be
concerned with validity for the disciplines. This question asks whether or not
the interdisciplinary method will be mutually beneficial for all the included
disciplines. For example, will students become more knowledgeable about
history because it is presented simultaneously with relevant literature? Jacobs
encourages the planner to determine the possibility of validity beyond the
disciplines. One should consider whether students will gain some larger
perspective of the subject matter and/or life as a result of the teaching structure.
Jacobs (1989) also describes the several choices curriculum designers
may choose from when constructing an integrated or interdisciplinary teaching
model. This "continuum of options for content design" ranges from traditional
discipline based teaching to what she refers to as a complete program where
students actually live on the school campus and determine personalized
curricula based on their individual interests and lives. Other options include a
parallel discipline design where teachers, "sequence their lessons to
correspond to lessons in the same area in other disciplines" and what she
refers to as interdisciplinary units where all disciplines come together to focus
on a central theme (p. 15-16).
Drawing on the work of Harold Alberty, Robert Bullough Jr. (1999)
provides a similar spectrum of options and suggests that the selection of a
philosophy or structure is a necessary initial step that provides needed
direction. Bullough describes five structural designs that closely parallel those
of Jacobs. "Type-one core" is analogous to Jacobs' discipline based teaching,
"type-two core" compares to her parallel discipline design, "type-three core" is
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similar to her multi-disciplinary and interdisciplinary styles and "types-four and
five" are much· like her complete program model (p. 160-161 ).
For the purposes of this project, the "multi-disciplinary" or "type-three
core" approach will be used. Jacobs (1989) uses the metaphor of a color wheel
to describe this design. Whereas some colors naturally complement one
another, so to, some disciplines accentuate one another's strengths. This is
clearly the case with history and literature.
Integrated Curriculum
Integration of history and literature takes place when an individual
teacher decides to incorporate elements from other disciplines into his or her
classroom. The degree to which integration takes place is up to the discretion
of the teacher. This kind of integration can take place throughout the school
year or in individual units. In fact, Berard (1983), a history teacher, suggests
that,
The secondary school teacher may not wish to attempt a full programme
of integration in light of the pressures to emphasize traditional study of
sources, or it might seem desirable, in view of the variety of reading
levels in the average public school classroom, to employ shorter pieces
or excerpts from longer literary works. (p. 507)
One of the benefits of this kind of connected teaching is that it provides freedom
for the individual teacher to make decisions concerning the extent of integration
based on other curricular pressures. Of course, this may also be viewed as a
drawback since it provides the instructor with an easy escape when other
educational pressures mount.
Many articles discuss integration on a single unit basis, and there is
widespread acknowledgement of the positive effects of integrating literature into
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the history curriculum (Berard, 1983; Bilof, 1996; Smith, Monson & Dobson,
1992). Brozo and Tomlinson (1986) claim:
Stories, written in familiar narrative style, can provide background
information and call to mind related ideas for easier assimilation of
textual information .... Textbooks can provide only limited coverage of a
topic. While they are excellent dispensers of facts, they often lack explicit
development of important concepts (p. 289)
Again, these sentiments are echoed throughout the literature on this subject.
From personal experience, it is also clear that historical instruction is a
necessary element in the literature class. Students find themselves lost in many
literary pieces when they do not have the proper background information
necessary for comprehension. For example, it is the experience of the writer
that texts like, A Separate Peace, The Adventures of Huckleberry Finn, To Kill a
Mockingbird, "The Crucible", Of Mice and Men and many other standard high

school texts are inaccessible to students who do not understand the historical
settings of these works. This can be alleviated through integration.
One example of integrating history into English courses comes from Pat
Egenberger (1997) who suggests students create video presentations of
historical research in order to shed light on the novel Prairie Song. While this
kind of integration often takes place naturally in both history and literature
classes, individualized integration falls short of the possibilities that might be
realized with a more closely connected curriculum.
Interdisciplinary Curriculum
Interdisciplinary teaching provides all of the benefits of integration in an
expanded form. Whereas integration of curriculum takes place on an individual
basis at a varying degree, interdisciplinary education calls for teachers to

14
commit to a more closely wedded curriculum. Interdisciplinary teaching usually
calls for block, parallel or team teaching. It requires teachers to work together
closely in order to maximize their expertise to the benefit of students (Gardner &
Southerland, 1997; Schaller & Wenk, 1997; Smith et al., 1992; Tarpey &
Bucholc, 1997).
One major benefit of interdisciplinary teaching is that it streamlines the
curriculum in a way that reduces confusion and anxiety for students. It provides
a coherence to class work that the traditional schedule and even basic
integration cannot. According to Tchudi and Later (1997), "... the current school
curriculum is fragmented, not only along disciplinary lines, but by the conflicting
demands for skills instruction, standardized tests, business needs, and college
preparation" (p. 25). Whether team or parallel teaching is utilized,
interdisciplinary teaching does away with fragmentation by creating explicit
curricular connections.
An added benefit of interdisciplinary teaching suggested throughout the
literature is the increased instructional time that is able to be spent with
students. "An interdisciplinary curriculum ... allowed me as a teacher who
taught 'two' subjects to spend twice the time with the same group of students ... I
actually got to know my students and they got to know me" (Czajkowski, 1997,
p. 92). Furthermore, interdisciplinary curriculum serves to cut down on the
number of students a particular teacher sees throughout the day providing more
individualized instruction and valuable planning time.
Summary
Whether proposing an integrative or interdisciplinary model of instruction,
the verdict from the related literature is clear; connecting history and literature at
any grade level is beneficial for both teacher and student. The task of planning
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this kind of curriculum is not easy, but the reward of increased student interest
and engagement appears to be worth the time and effort. Integration of these
content areas within the individual classroom can provide the necessary
experience and practice for any teacher who desires to eventually implement a
truly interdisciplinary curriculum. Based on the fact that there are only a handful
of articles that deal specifically with the secondary level, though, it is apparent
that more research is required in order to explore all of the possibilities in this
field. The following curriculum is intended to add a small piece to this growing
body of research.

CHAPTER Ill
Procedures of the Project
Introduction
The purpose of this project is to design a model interdisciplinary
curriculum at the junior year which combines history and English. The unit
focuses on the events of World War II. To accomplish this purpose, a review of
current literature on integrated and interdisciplinary teaching has been
completed.
Chapter Ill contains background information describing:
1. Need for the project.
2. Development and support for the project.
3. Procedures.
4. Planned implementation of the project.
Need for the Proiect
The writer of this project is a high school English teacher. Having three
years of classroom experience and an endorsement in history, it has become
clear that combining these two disciplines would be beneficial for both student
and teacher. Students have many questions about the connection between
literature and "real" life, and English teachers find it necessary to provide this
information to accentuate understanding.
Current research overwhelmingly supports the use of integrated and
interdisciplinary teaching methods. Even so, very little curriculum has been
researched and developed at the high school level. The purpose of this study is
to add to that small body of research.
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Development and Support for the Project
While reading historical fiction in a traditional high school English class,
the writer has witnessed an eagerness on the part of students to comprehend
history and how it affects their own lives. After several discussions with other
members of the Ellensburg High School staff, the writer became convinced that
this method would receive a basic level of support. The writer also took time to
discuss the proposed curriculum with high school juniors. The overwhelming
response was that students would appreciate such an approach to learning.
If the project is to be implemented on a full scale, the writer recognizes
the fact that formal support from administration and staff will need to be pursued.
While this is not always an easy task, it is one which is worthwhile.
Furthermore, it is the writer's hope that this project will serve as evidence of
research, preparation and legitimacy in pursuit of that support.
Procedures
An Educational Resources Information Center (ERIC) search was
conducted to obtain needed materials for the development of the
interdisciplinary curriculum. Further research was conducted via the internet,
and additional resources were provided by members of the Central Washington
University faculty. A review of the National Council of Teachers of English
(National Council of Teachers of English & International Reading Assosiation,
1996) standards for English Language Arts and the Washington States
Essential Academic Learning Requirements (Washington State Commission on
Student Learning, 1998) was also conducted. Finally, materials were also
acquired after referrals from colleagues and members of the Ellensburg High
School staff.
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Planned Implementation for the Project
This model interdisciplinary unit combining history and English in an
attempt to better understand World War II can be used by any high school
educator. It may be utilized for short term integration or with a more
comprehensive interdisciplinary model. Finally, it is a resource that the writer
hopes to implement when a conducive schedule and teaching assignment is
obtained.

CHAPTER IV
The Project

The purpose of the project was to design an interdisciplinary curriculum
intended for the junior year of high school. This curriculum combines the
disciplines of history and English in order to focus on World War II. The unit is
designed to span approximately five weeks and incorporates film, art and
several genres of literature including the novel, non-fiction accounts, and
poetry. All of the literature choices serve to shed light on the human experience
during this important time period.
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General Goals
As previously discussed, the typical high school student juggles a busy
schedule which often includes six or more classes. Because the curriculum in
most schools is fragmented, these students often find it difficult to make
intellectual connections from one content area to another. The purpose of this
•· --- curriculum is to exploit the natural connection that exists between English and
history at the high school level.
Through this curriculum, students will come to understand the historical
events which led to World War II, be able to articulate the major military and
political movements of the war itself, appreciate the trauma of the Holocaust and
the Japanese American internment, and describe the effects of the use of
atomic weapons. Furthermore, students will be exposed to several different
forms of literature which deal with, or were a result of, these events in history.
Students will have exposure to fictitious and non-fictitious accounts, poetry, film
and art that deal with the war experience. Students will be given the opportunity
to reflect on this literature and express their learning through various forms of
writing, discussion and presentations.
Almost all of the Washington State Essential Learnings in Language Arts
will be addressed throughout this curriculum (Washington State Commission
on Student Learning, 1998). Students will exercise communication skills by
observing, listening to and participating in lectures, presentations, discussions
and film. The information presented in these formats will require students to
interpret, question and synthesize knowledge. As students accumulate new
knowledge, they will be called upon to make formal presentations which will be
evaluated for content, delivery, style and use of audio and visual aids.
The essential learning for reading will also be thoroughly addressed.
P-3

Stuaents will read extensively in a wide variety of literary genres. Students will
constantly be building vocabulary, analyzing, interpreting and synthesizing
information through reading. Students will respond to literature through writing,
discussion and creative expression. They will read to gain historic and literary
knowledge. Furthermore, students will utilize the internet and other literary
sources to critically examine various primary sources.
With respect to writing, students will write daily journal entries, literary
response journals, formal essays, poetry and creative journalistic pieces.
Students will obviously be writing for different audiences and purposes, and the
writing process will be encouraged and incorporated throughout. In order to
encourage metacognition, students will also be given the opportunity to
evaluate their own writing and that of their peers.
Similarly, the National Council of the Teachers of English have
developed a list of standards for the English language arts (National Council of
Teachers of English & International Reading Assosiation, 1996). These
standards are quite similar to the E.A.L.R.'s and are also thoroughly reflected in
this unit. A copy of these standards has been provided in Appendix A of this
project.
Curricular Description
This interdisciplinary unit is designed to continue for approximately five
weeks. In that time, students and the teacher will examine the time period from
the rise of fascist governments in Europe to the dropping of the atomic bombs
on Nagasaki and Hiroshima. The attempt will be made, whenever possible, to
closely link the literature to what is being presented and explored in the
historical context. It is the writer's hope that this connection will help students
relate to the literature and the historical material more effectively and thus make
P-4

both more relevant.
This curriculum is designed to be taught by one teacher endorsed in both
disciplines or two teachers who will and can work closely together. Ideally, the
class would occur in one room with a block schedule of approximately 11 O
minutes. Furthermore, a common planning time, in the case of a team teaching
scenario, is a must.
Each week of this curricular unit (see Weekly Curriculum Schedule)
contains similar components. For example, each class period will begin with at
least ten minutes of individual silent reading, there will typically be a period of
time dedicated to free writing or journaling and quizzes will consistently be
given to assess comprehension and completion of reading material.
Furthermore, students will keep a running time line of major events that are
discussed in class readings and lectures. Readings for weeks one through
three will come from Triumph of the American Nation (Todd & Curti, 1982). It is
assumed that the teacher of this unit will provide necessary lecture materials.
The following is a detailed description of the interdisciplinary activities for
each week. It has been organized on a weekly basis in order to suggest a
desired sequence of learning experiences. This has been done to allow
flexibility for the instructor when planning daily lessons. A more detailed
proposed schedule follows.
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WEEKLY CURRICULUM SCHEDULE
History Component (Blue) -English Component
Tuesday

Monday
* SSR

* Text Reading #1
(p. 767-782)
* Time Line
Assignment

" Journal
• Introduce
A Se12arate
Peace
* Read Ch. 3

"SSR
* Reading Quiz 1
* Background Lecture

(Green)
Friday

Thursday

Wednesday

* SSR

* SSR
* Background Lecture * Group Research

Cont.
* "Is Peace Possible?'

& Preparation

* SSR
* Dramatization of
Peace Talks

Ca!,!ses of World
Wgrll

* Journal

* Quiz
* Discussion
* Read Ch. 4

* Journal
* Quiz
* Small Group
Discussion
* Read Ch. 5

* Journal

* Journal

* Quiz
* Discussion
* Read Ch. 6

Quiz
* Discussion
* Read Ch. 7&8
*

'°0..
I

* SSR
* Text Reading #2

(p. 783-794 &
800-812)
* Time Line Notes

Journal
* Quiz
* Discussion
* Read Ch. 9
*

G

'

* SSR
* SSA
* SSR
* Background Lecture * Internet Research
* Reading Quiz 2
Cont.
* Background Lecture
" "Letters from the
Front"
Start of the War,
American Involvement
& The Western Front
* Journal
* Quiz

" Small Group
Discussion
* Read Ch. 10

* Journal

* Journal

" Quiz
" Discussion
* Read Ch. 11

*

*

SSR
* Letter Reading

* Final Tests

Quiz
" Discussion
" Read Ch. 12 &13

u
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WEEKL V CURRICULUM SCHEDULE
History Component (Blue) -English Component
Monday

*

SSA

* Text Reading #3
(p. 799-800,
807-808 &
813-817)
* Time Line Notes

Tuesday

...

SSA

Reading Quiz 3
" Background Lecture
*

(Green)

Wednesday

Thursday

Friday

* SSA
* Background Lecture

* SSA
* Group Research
& Preparation

* Battle Presentations
* Presentation Quiz

Cont.
* Group Research

*

SSA

The P§cjfiQ Front & the
Fall of the Axis
I

* Journal
* "On the Road to
Berlin"

* Journal
* Re?ding Quiz

* Discussion
* "Saving Private
Ryan··

" Journal
.. Discuss
Propaganda
* "Propaganda
Internet
Project"

" Journal
* Propaganda
Presentations

I

..

,.
* SSA
SSA
* "Holocaust Museum * Internet Assingmen
Internet
cont.
* Discuss Findings
Exploration''

*

* Internet Research

r--.
I

p...

Living Voices
Acting
Company
Presentation

Time Line Notes

" Journal
* "The Little Match
Girl"
* "All But My Life"
* Study Guide

v

* Thought Questions
* Class Discussion

* Journal
* "Holocaust Poetry"

* SSR

* Japanese

"What is Going to
Happen to Us?"
* "Protective Custody"
* Homework:
"Hiroshima
Reading Assignment"
Due: Mon.

Internment
Reading
Quiz
* "Schindler's list"

*

* Journal
* "Homewasa

*

" Schindler's List"
Cont.

Horse Stall"
* Diary Entries
* Newspaper
Assignment

u

u

WEEKLY CURRICULUM SCHEDULE
History Component (Blue) -English Component

SSR
* "Hiroshima" Quiz
* Presentations and
Discussion
* Time Line Notes

*

Wednesday

Tuesday

Monday

* SSA
* SSA
* "The Atomic Bomb
* Class Debate
on Trial"
The A-Bomb
* Preparation for class * "The Atomic Cafe"
discussion/
debate

(Green)
Friday

Thursday

"SSA
* Veteran Panel
* Compose Questiom
Interviews
forVFWs

I
Journal
(Freedom 1)
* Discussion
* Group Work
*

* Journal

(Freedom 2)
* Discussion
* Group Work

Journal
(Freedom 3)
* Discussion
* Group Work
*

* Journal
(Freedom 4)
* Discussion
* Newspapers Due
* Self- Evaluation of
Unit

*
*

Turn in individual
time lines
Read and evaluate
newspapers
CX)

I
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WEEK ONE

Goals
* Students will gain further understanding of the historical factors that

came together to start the most extensive war in the history of the
world.
* Through the literature, students will gain an appreciation of how

war affected people their own age on the home front.
* Students will utilize and develop group skills.
* Students will utilize and practice communication skills.

Activities
In week one of this unit it is assumed that students have explored the
political, social and economical events that occurred during World War I and
the time period known as the Great Depression. As with the other weeks in this
curriculum, students will begin the week by reading factual information and
taking notes on a lecture which focuses on the topic for the week.
History
Once students have this background knowledge and understanding of
the historical causes of the war, they will be broken up into groups and given
time to research and understand the political positions of the major participating
countries (Germany, Great Britain, France, U.S.S.R. and the United States). At
the end of the week, students will come together to dramatize a peace summit in
which each group will present its country's position. Students will be
encouraged to be creative and have fun with the process. There will be an
emphasis on accuracy of information and seriousness of role play. After the
talks conclude, there will be a time for reflection on the process and results
through discussion.
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English
While we are discussing the political climate leading up to the war, we
will also be reading John Knowles' novel A Separate Peace. This novel deals
with the experiences of several students at a New England preparatory school
as the United States enters the war. The story presents an excellent example of
how young people in the United States attempted to deal with the pressures of
a most turbulent time in life, both developmentally and politically. It is assumed
that the first few chapter will have been read prior to the beginning of the five
week unit. Daily journal writing prompts, discussion questions, quizzes and a
final test have been included in this unit. Students will also be required to keep
a daily reading journal expressing their thoughts on the reading.
Evaluation
Evaluation of the learning activities will take place in the following ways:
* Daily quizzes will be given to assess reading preparation and

comprehension of the novel.
* Students will discuss the novel (whole class and small group) and

its relationship to the time period.
* Students will be required to keep a reading response journal

outlining their thoughts as they read.
* Historical knowledge will be assessed through a reading quiz.
* Teacher observation of preparation and participation of the peace

talk exercise.
* Teacher observation of the initial time line.
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HISTORY COMPONENT

Individual Time line
Directions: As we study World War II over the next few weeks, it will be your
responsibility to keep a detailed time line of what you perceive to be significant
historical events. The time line should be neat and well organized. It may include
information from class readings, lectures, presentations, research, etc. Feel free to
include pictures, maps, quotes and other graphics to enhance the overall visual
appeal of the time line (I'm considering posting them in the hall!).
The real beauty of this assignment is that I am allowing you to use any
information on your time line while taking quizzes. Hopefully this will encourage you
to include detailed, thoughtful notes. The final version of the time line will be due on
______ at the beginning of the period. It will be evaluated on the following
criteria:
* Accuracy of information

* Chronological organization of information
* Thoroughness of information included

* Overall visual appeal

Individual Time Line
Directions: As we study World War II over the next few weeks, it will be your
responsibility to keep a detailed time line of what you perceive to be significant
historical events. The time line should be neat and well organized. It may include
information from class readings, lectures, presentations, research, etc. Feel free to
include pictures, maps, quotes and other graphics to enhance the overall visual
appeal of the time line (I'm considering posting them in the hall!).
The real beauty of this assignment is that I am allowing you to use any
information on your time line while taking quizzes. Hopefully this will encourage you
to include detailed, thoughtful notes. The final version of the time line will be due on
_ _ _ _ _ at the beginning of the period. It will be evaluated on the following
criteria:

* Accuracy of information
* Chronological organization of information
* Thoroughness of information included
* Overall visual appeal
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Name _ _ _ _ _ _ _ _ _ _ _ _ __

Period _ __

Text Reading #1 (p. 767-782) - Quiz
1.

What did the U.S. do during the 1920s concerning immigration?

2.

Why did the U.S. raise tariffs in the 1920s?

3.

What was the result of the U.S. demanding war debts be paid?

4.

Why did American interest grow in Latin America?

5.

American policy toward Nicaragua angered many. Why?

6.

In the early 1930s, what was one reason relations with Latin America
improved?

7.

Describe one agreement reached at the Washington Conference.

8.

Why was the Kellogg-Briand Pact outlawing war "as an instrument of foreign
policy" ineffective?

9.

Why were Japanese troops able to roll across Manchuria with little resistance?

10.

What was the Good Neighbor Policy?

11.

Why were improved relations with Latin America so important to the U.S.?

12.

What was the effect of the Trade Agreements Act?

13.

Define totalitarian.

14.

List two of the three most aggressive dictatorships during this time.
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Name _ _ _ _ _ _ _ _ _ _ _ _ __

Period _ __

Text Reading #1 (p. 767-782) - Quiz

1.

What did the U.S. do during the 1920s concerning immigration?
closed doors/halted immigration

2.

Why did the U.S. raise tariffs in the 1920s?
keep out foreign products

3.

What was the result of the U.S. demanding war debts be paid?
- bitterness

4.

Why did American interest grow in Latin America?
large sums of money were invested there

5.

American policy toward Nicaragua angered many. Why?
sent troops to protect investments during an internal conflict

6.

In the early 1930s, what was one reason relations with Latin America
improved?
no more U.S. intervention in L.A. domestic affairs
friendly attention by President
ambassadors of goodwill sent

7.

Describe one agreement reached at the Washington Conference.
Five Power Treaty/Four Power Treaty/Nine Power Treaty

8.

Why was the Kellogg-Briand Pact outlawing war "as an instrument of foreign
policy" ineffective?
didn't outlaw war waged in self defense

9.

Why were Japanese troops able to roll across Manchuria with little resistance?
world powers didn't act together

10.

What was the Good Neighbor Policy?
non intervention in internal or external affairs of another state

11.

Why were improved relations with Latin America so important to the U.S.?
U.S. needed trade/rise of dictatorships in Europe and Asia

12.

What was the effect of the Trade Agreements Act?
stimulated American business/improved trade relations

13.

Define totalitarian.
dictatorship exercising total control over nation and suppresses
individual freedom

14.

List two of the three most aggressive dictatorships during this time.
Italy/Germany/Japan
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Is Peace Possible?
It is December of 1938. The world is in turmoil. Japan has invaded Manchuria
and continues to aggressively seek confrontations with China. Italy has conquered
Ethiopia and Albania. The Sudetenland and Austria have fallen into the hands of the
Nazis. France, Great Britain and the United States do not react in a militaristic
capacity. Is there hope for peace?
As patriotic representatives of one of these countries (Japan, Germany, Italy,
France, Great Britain and the United States), you and your other group members have
very clear opinions concerning your relationship with the rest of the world. On
_ _ _ _ _ _ _ _ you are scheduled to represent your native land at a summit
meeting with the other countries involved. You need to come prepared to outline and
discuss the current political, social and military situation in your country.
Your respective leaders are calling on you to accurately express your country's
concerns about the current state of events. What are your demands as a people, and
how much are you willing to compromise to attain peace? How have you been
wronged by the rest of the world and/or what wrongs have you witnessed other
countries commit? What is your vision for the world of the future?
You have _ _ days to thoroughly prepare this information for written and oral
presentation. The fate of the world rests in your hands!

Is Peace Possible?
It is December of 1938. The world is in turmoil. Japan has invaded Manchuria
and continues to aggressively seek confrontations with China. Italy has conquered
Ethiopia and Albania. The Sudetenland and Austria have fallen into the hands of the
Nazis. France, Great Britain and the United States do not react in a militaristic
capacity. Is there hope for peace?
As patriotic representatives of one of these countries (Japan, Germany, Italy,
France, Great Britain and the United States), you and your other group members have
very clear opinions concerning your relationship with the rest of the world. On
_ _ _ _ _ _ _ _ you are scheduled to represent your native land at a summit
meeting with the other countries involved. You need to come prepared to outline and
discuss the current political, social and military situation in your country.
Your respective leaders are calling on you to accurately express your country's
concerns about the current state of events. What are your demands as a people, and
how much are you willing to compromise to attain peace? How have you been
wronged by the rest of the world and/or what wrongs have you witnessed other
countries commit? What is your vision for the world of the future?
You have _ _ days to thoroughly prepare this information for written and oral
presentation. The fate of the world rests in your hands!
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ENGLISH COMPONENT

A Separate Peace
Journal Questions
Chapter 1 What memories do you have from the last school you attended? Are they
good, bad or indifferent? Why? Describe the actual physical setting of this school
from your perspective now. Has this view changed any? Have you ever been back to
this school? What was the experience like? If no, then why haven't you been?
Chapter 2 What is your relationship With your teachers? How do you interact with
them in general? Are there any that you are more or less comfortable with? Why?
What do you see as the purpose of school? What is your purpose for being here?
How does this affect your relationship with your teachers and administration? How do
you think teachers feel about their students in general?
Chapter 3 Who is the most influential person you know? What aspects of their
character make them so? Be specific. Describe some situations in which you have
seen them use this influence. Does this person use their influence for positive or
negative purposes? Explain. How influential do you think you are with the people
around you? Would you like to be more so? Why or why not?
Chapter 4 Describe your best friend in detail. What is this person's relation to you?
How did you meet? Do you have a rival in any way? Is there someone you are
jealous of? For what reasons? Do you think anyone is or could be jealous of you?
Why or why not?
Chapter 5 Has someone near you ever been seriously ill or injured? Describe the
situation in detail. Did this affect your relationship with this person in any way? Have
you ever had to visit someone in the hospital? How did this make you feel? Are you
comfortable in hospitals? Have you ever been in the hospital yourself?
Chapter 6 At what aspects of your life do you consider yourself to be successful?
How did you become a success in this area? Are there some areas in which you are
trying to be more successful? Do you feel like there are any points of failure in your
life? Explain.
Chapter 7 When you see footage from World War 11, what emotions and/or feelings
are evoked? How about when you see a soldier in uniform?
Chapter 8 What is the biggest struggle that you have to deal with in your life? Is this
struggle with a person, a situation, etc.? Explain. What sorts of things do you do to
overcome this struggle? Have there been any struggles in your past that you have
dealt with and/or overcome? Explain.
Chapter 9 If you were alive during World War II, how would you see yourself
participating? Would you enlist? Would you work on the home front? Explain.
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Chapter 10 Leper had problems adjusting to army life. Put yourself in his shoes or
in the shoes of any G.I. How do you think you would respond? Be specific.
Chapter 11 How do you handle conflict in your life? What is your response to friends
and family when things get heated? How do you see the other people around you
react to conflict? From what you have seen, what do you think is the best way to
handle this sort of situation?
Chapter 12 What does it take to be a "successful" soldier? Mentally? Physically?
Do you possess these characteristics? What kinds of people were necessary in World
War II?
Chapter 13 Describe your parents' attitude toward your schooling. What sorts of
requirements do they have of you? Do they put pressure on you for homework,
grades, etc.? Explain why or why not. How do you respond to this? What would you
have them do differently?
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A Separate Peace
Discussion Questions
Chapter 1
1. Why does Gene Forrester return to Devon School? How long has it been since he has last been there?
How does the school as a whole appear to him now? What are the two things he has come to see?
Describe them in detail. Which of these things has changed the most? Why does Gene find this
significant?
2. Describe Phineas' (Finny) personality and appearance. What words does Gene use to describe him?
What role does he seem to play at the school? What happens at the river, and what more might this tell us
about his character and his relationship with others?
3. How do Finny and Gene relate to one another? What do they talk about on their way back to the
school? What do they decide to do that the others do not? How does this and the other action of the day
go against Gene's style of life? How has Finny begun to affect him?

Chapter 2
1. Finny puts himself into some potentially troublesome situations with Mr. Prud'homme and later with Mr.
Patch-Withers. Describe these situations in detail. How does he work his way out of each situation? What
might these adults see in Finny which makes them so forgiving? What is Gene's attitude toward these
scenes?
2. How does Finny publicly claim he feels about the war? Give evidence to support your answer. What
shocking opinion about the war does he tell Gene about as they leave the term tea? Describe Gene's
reaction to this revelation.
3. Where do Gene and Finny go after the tea? What happens there that is significant, and how do each of
the boys react to the situation both at that time and later? Explain why the boys chose the name they did
for their newly formed club. (Make sure to focus on the choice of the word "suicide".)

Chapter 3
1. How does Gene's opinion of the previous night's rescue change in this chapter? Why do you think he
makes this change? How do you think Gene views his relationship with Finny at this point? How does he
feel about the initiation ceremony that the boys go through for their society?
2. Describe how Finny reacts to the news that badmitten is going to be one of the official summer sports at
Devon? What does he decide to do instead? What happens later in the chapter when he and Gene go to
the pool? Describe each of these scenes in detail? Discuss why Finny might enjoy sports so much. How
does Gene react to these events?
3. Where does Finny suggest that they go after they leave the pool? Does Gene want to do this? Why or
why not? Give several details about what happens on this excursion. What does Finny tell Gene about
their relationship? Does Gene feel the same way? How does he respond to Finny?

Chapter 4
1. Describe the scene in the morning. Use as many details as possible. Why does Gene want to return to
Devon right away? What are the results of their overnight trip to the beach for Gene? What events are
scheduled which help Gene to forget these results?
2. What does Finny begin to kid Gene about once he starts to catch up on his trigonometry? This chiding
helps Gene to realize something about his relationship with Finny. Describe this new found knowledge
and Gene's thought process in detail. What does he decide to do in response to this revelation and why?
3. In August, a new classmate is scheduled to be initiated into the society. Who is this student, and why is
this noteworthy? What is Gene's initial reaction to Finny's request that he attend this event? How does
Finny's response to him change Gene's line of thinking referred to in question #2? What happens at the
end of the chapter and why? What do you make of the fact that after this is done, Gene jumps into the
river, "every trace of his fear forgotten."?
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Chapter

5

1. Describe the condition that Finny is now in. Why is Gene confused about the condition? How do the
people on campus react to his injury? What sorts of things does Gene do to cope with the feelings that he
has about the accident?
2. How does Gene think Finny will react to him when he sees him? Why does Dr. Stanpole ask Gene to
come and see Finny? What is to be his purpose for being there? What decision does Gene struggle with
when he visits Finny? Why can he not go through with his decision?
3. What happens at Finny's home when Gene visits him on his way back to Devon? Describe the scene in
detail. What is Gene planning on doing there? Why do his plans fail? What final question does Finny ask
of Gene? How does Gene react to this? What is the signifcance here?

Chapter 6
1. What sorts of changes take place at Devon now that the summer session is over? How has Gene's
perception of the school changed? Why? How does Gene describe the two rivers at Devon? Be specific.
What might each one represent?
2. Why do you think Gene takes the assistant crew manager's job? What sort of person is this job usually
reserved for? Describe the sequence of events that occurs between Gene and Quackenbush. Why is
Gene acting this way towards him? Compare how Gene feels after he rises out of the waters of the
Naguamsett with how he felt coming out of the Devon in past chapters.
3. Who does Gene meet on his way back to the dorms? What do they discuss? How does this compare to
the similar scene in Chapter 2? How might Finny have reacted in this situation if he would have been
there? What was Finny concerned with as he spoke to Gene on the phone? What had Gene felt about
sports up until this point? What does he realize about his motivations now?

Chapter 7
1. Describe Brinker Hadley in detail. What does he pester Gene about? How does Gene describe the
"Butt Room"? In what way does he respond to the boys' questioning about the accident? (Be specific!)
What is his emotional state at this point, and how does it show?
2. What sort of person is Leper Lepellier? What sorts of things does he appreciate? What does he do
while the other boys are helping clear the train tracks? Why might Leper be avoiding this work? What
might it remind him of?
3. How do the boys help out with the war effort? Why is their help necessary? Describe their work and
feelings toward the war as it was exhibited at the railroad tracks. What effect does this have on the boys?
What decisions do they make because of this and why?

Chapter 8
1. How does Finny react to the fact that the boys have been helping with the war effort? How does he
react to other changes at Devon? What about Gene? How and why does Finny's return change Gene's
decision to enlist in the army? Why do you think he is so quick to make this change? How does Finny's
return change Gene's view of life at Devon?
2. Where do Finny and Gene go when they cut class? Why? Describe their discussion in detail. What
shocking claim does Finny make during this conversation? What evidence does he cite for this claim?
What does he want Gene to do? Why? How does Gene respond to this conversation both verbally and
physically?
3. What goal did Finny claim to have before the accident? Now that this is not possible, what does he want
Gene to do? Describe the give and take relationship that Finny and Gene now have. As Gene gains
athletic ability, how does his view of Finny change?

Chapter 9
1. Who is the first student at Devon to participate in the war effort? What motivates him to do this? What
reasons does he give? How does the enlistment of this boy relate to Finny's view of World War II? How do
the rest of the boys talk about this person's involvement in World War II? Give clear examples. What does
this say about their perspective on World War II?
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2. Describe the gathering that Finny plans for the boys in detail. Where does it take place? What is the
weather like? What are the events? etc. What might have been Finny's motivation behind organizing this
event? What mental error did he make in the initial planning for it?
3. How does the gathering come to an end? What news do the boys receive? Be very specific. How do
Finny and Gene react? Thinking of the chapter as a whole and Finny's motivation for the gathering, how
might the news be symbolic?

Chapter 10
i. When Gene arrives at Leper's house, how does he try to begin conversation with him? What is Leper's
apparent mental state? How does he initially explain the fact that he is no longer in the army? Why do you
think he chose to write to Gene in particular?
2. What happens as the two boys continue to talk? Describe their conversation in detail. How does it
escalate and become more and more heated? What finally puts Gene over the edge? How is the conflict
resolved for the time being? What might this say about Leper's character?
3. What do Gene and Leper do after lunch. Explain the army stories that Leper relates to Gene in detail.
What do you make of these stories? What do you think really happened to Leper? What is Gene's
reaction to these new revelations about army life? Why do you think he reacts in this way?

Chapter 11
i. Who does Gene want to see when he returns to Devon and why? Be specific. In what situation does
he find this person. Describe how the scene unfolds. How would Gene conduct this game differently if
he were leading it? What changes does he notice about Finny?
2. Relate the events in this chapter which force Finny to give up his denial of World War II. Be very specific
in your details. What eventually puts him over the edge? How does Gene respond to this admission? Be
specific. What does Finny tell Gene that he really believes in? How does this situation arise? How is this
admission ironic?
3. Describe the building where the last scene takes place. Why are the boys here? Why do you think
Brinker is so adamant about finding out the truth? What happens while they are there? How does Gene
react? Finny? Do you think Finny knew the truth before this event? Why or why not?

Chapter 12
i. What occurs after this new accident? Describe Gene's emotional state and thought pattern. What does
he contemplate doing? What does he actually do instead? What is Finny's original reaction to him? How
does Gene respond physically, verbally and mentally?
2. How does Finny's attitude change when Gene returns? Why is he there in the first place? Describe
how their conversation changes to the war. What does Gene find out about Finny's true attitude toward
World War II? How does this answer many of the questions about his previous denial? How does Gene
attempt to sooth Finny's desire to participate in the war?
3. What news does Gene receive concerning Finny the next day? How did this happen? Do you think
that Knowles did the right thing here? What would Finny's life be like if he were forced to live it as a
cripple? Is this consistent with his character? Why or why not?

Chapter 13
i. In what tangible way does World War II become more of a reality for the boys at this point? Why do you
think Knowles waited until this point to introduce this element on campus? How do the boys respond to
Finny's tragedy? How does Gene react? Be very specific. What is Gene thankful for? How has Finny
changed Gene?
2. What is Brinker's father like? What sort of relationship does he appear to have with his son? What is his
concern for the boys? How might this be typical for someone from his generation? How does Brinker
react to this? What about Gene? What does Gene feel about the origin of war?
3. In evaluating the events of the last few months, what conclusions does Gene draw about war? Can he
bring himself to become excited about entering World War II? Why or why not? What sort of war did he
wage at Devon?
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A Separate Peace
Daily Quizzes
Chapter 1
1. When Gene goes back to visit Devon, how long has he been gone?
15 years
2-3. Name the two places Gene visits on campus when he returns.
First Academy building/stairs and tree by the river
4. What was the weather like on the day of Gene's visit?
rainy
5. How has the tree by the river changed from the way he remembers it?
smaller/less dramatic/hard to find/other trees now were as large
6. Name the season when the flashback begins.
summer
7. Why is the senior class being rushed through?
to be drafted/for the war
8. Who is the first to jump from the tree?
Finny
Chapter 2
1. What reason does Finny give Mr. Prud'homme for missing dinner the previous
evening?
busy jumping out of tree/swimming/wrestling match/gorgeous sunset
2. Why are the teachers more lenient with the boys than usual?
*boys reminded them of peace
*boys reminded them of why we were fighting this war
*they knew this was the last summer of innocence for the boys
*couldn't get mad at Finny
*Finny loosened them up
3. Describe the shirt Finny wears to the headmaster's tea.
pink/pullover/broadcloth fabric/three buttons on the fronVlooked like a
table cloth
4. What does Finny wear as a belt?
Devon school tie
5. What was the membership requirement for the new club?
jumping out of the tree
6. What happened in the tree at the end of the chapter?
Gene lost his balance and Finny reached out and balanced him
E.C. Name the club Finny and Gene start.
Super Suicide Society of Summer Session
Chapter 3
1. After Finny saves Gene from falling out of the tree, how does Gene feel about this?
he wouldn't have been in the tree if it weren't for Finny
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2. How often does the Super Suicide Society meet?
every night
3. Finny loves sports. What does Finny believe is true about sports?
you always win at sports
4. What game does Finny find offensive and ridiculous, and therefore invents
Blitzball?
badminton
5. What position in Blitzball is the most difficult to play?
ball carrier
6. What school record does Finny break?
swimming
7. What does Finny ask Gene to do about this record breaking event?
not tell anyone/he doesn't want anyone to know
8. What does Finny tell Gene at the end of the chapter?
you're my best friend/I'm glad you came here with me

Chapter 4
1. How did Finny look to Gene when Gene awoke early the next morning? (How did
he describe him?)
dead like Lazarus brought back to life
2. What test does Gene flunk the next morning?
math/trig
3. What is Gene's secret goal regarding school?
to be valedictorian/graduate with highest GPA
4. Gene begins to resent Finny. What does Gene think Finny is trying to do to him?
get him to flunk or do badly/sabotage him from getting to be valedictorian
5. Who is supposed to be jumping from the tree for the first time on the night of the
accident?
Leper/kid who doesn't want to take the ball
6. What does Gene tell Finny the night of the accident which shocks him?
then study/didn't know you needed to/this is important to you
7. Briefly describe what happened at the end of the chapter.
Gene moves ljounces) the tree limb as he and Finny are double jumping
and Finny falls

Chapter 5
1. What injuries did Finny sustain in the fall from the tree?
broken leg
2. What did Gene do one night, alone in the dorm room, to become Phineas?
put on Finny's clothes
3. What does the doctor tell Gene Finny will never be able to do again?
he'll walk again, but no more sports
4. Gene tries to tell Finny the truth in the hospital. Why is he stopped?
nurse/doctor came in
5. At the end of the vacation, Gene tells Finny the truth. How does Finny react?
angry/says Gene is crazy/denies it
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Chapter 6
1. How has Devon changed from the way it had been during the summer?
peace is gone/stricter/old teachers back/no Finny
2. All the boys at Devon must be involved in sports. What does Gene do?
assistant crew manager
3. Why does Gene fight Quackenbush?
he called Gene a "maimed S08'1/defended Finny
4. Mr. Ludsbury feels the boys go far too wild during the summer. Specifically, what
activity does he question Gene about?
gambling
5. What does he tell Gene to get rid of that is not permitted?
icebox/refrigerator
6. When Gene and Finny spoke on the phone, Finny wanted to talk about two main
things. Name one of them.
* are you still crazy
*did you get a new roommate
*what sport are you playing
Chapter 7
1. When Brinker came to visit Gene, what does he accuse Gene of?
killing his roommate/getting rid of Finny so he could have the room to
himself
2. Where did Brinker take Gene?
butt room/dungeon
3-4. What two jobs did the boys have to help out for the war?
picking apples/shoveling snow
5. What was Leper doing on the second day the boys were working for the war?
cross country skiing/looking for a beaver dam
6. What happened that day to make the boys feel like they were nothing but children
playing among heroic men?
the train was filled with army recruits
7. What does Brinker plan to do because of this?
enlist
Chapter 8
1. What stops Gene's plan to enlist in the army?
Finny comes back
2. Where did Gene and Finny go when they skipped class?
gym/locker room
3. Briefly describe Finny's view on the war.
it's a fantasy made up by fat old men
4. What does Finny decide to train Gene for?
1944 Olympics
5. What happened to Gene during his third lap one day that had never happened
before?
he found his pace/he stopped hurting/he got his "second" wind
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Chapter 9
1. Who is the first boy from Devon to enlist?
Leper
2. What motivated him to enlist?
a ski film (troops)
3. What joke did the boys always say whenever they heard of some recent event in
the war?
they claimed Leper had done these things
4. Why didn't Gene spend much time in the Butt room anymore?
Finny
5. Whose idea was the Winter Carnival?
Brinker
6. Name one of the prizes for the Winter Carnival.
dictionary
ice box
Iliad
barbells
Betty Grable pictures
lock of hair
rope ladder
draft card
$4.13
7. A telegram was delivered for Gene. Who was it from?
Leper
8. What was the message in that telegram?
I've escaped/Meet me at Christmas location
Chapter 10
1. At the beginning of Ch. 10, Gene summarizes his "war experience" when he
eventually went. What was Gene's ''war experience" like?
he traveled only in U.S.lnever saw combat/just trained
2. What room did Leper spend most of his time in?
dining room
3. What did Leper say to Gene that caused Gene to kick Leper's chair out from under
him?
you pulled Finny out of the tree/you always were a savage beast
4. Name one of the two daily activities that Leper found impossible to do at the right
time in the army.
eat and sleep
5. According to Leper, what is a "Section Eight''?
a discharge for being crazy (unable to adjust to military life)
6. What does Gene do/say after Leper tells him his story?
wanders alone in a field/ talks to himself
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Chapter 11
1. What activity were the boys involved in when Gene found them upon his return to
Devon?
snowball fight
2. According to Brinker, which two from their class are sidelined ''for the duration"?
Finny and Leper
3. Brinker talked to Gene privately after church that morning. What was Brinker's
advice/message for Gene?
quit babying Finny/tease him about his leg
4. What ended the illusion of the war for Finny?
Leper going crazy
5. Where did Brinker take Gene and Finny that night, and/or what was the plan?
First Academy Building/a trial
6. Who do they bring in as a witness?
Leper
7. How does this person describe the movement of the two silhouetted figures in the
tree?
pistons of an engine/one silhouette moved and then the second one
moved and fell
Chapter 12
1. How does Finny's break compare to the old one?
cleaner/fess severe
2. Gene crouched outside Finny's hospital room and then he called to Finny. What
was Finny's reaction to Gene?
he yelled at Gene/tried to get out of bed to hit him
3. Gene got a note from Dr. Stanpole. What did he ask Gene to do?
bring Finny's things
4. When Gene and Finny talked in Finny's hospital room, Finny told Gene about
something he's been doing for six months that he hadn't told Gene about.
What?
trying to get into any military (writing letters)
5. According to Gene, why would Finny be lousy at war?
he would put on the wrong clothes
he would organize a baseball game
he would get the sides all mixed up
6. What went wrong in surgery?
bone marrow

Chapter 13
1. What equipment did the military men unload for use in the far commons?
sewing machines
2. Who visits Devon and speaks with Gene?
Brinker's dad
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3. What advice did this person give the boys about the war?
be brave/do something that you can be proud of
4. Why didn't Gene have any hate or fury to contribute to the war?
Finny took it with him/he spent it all at Devon/he killed his enemy at
Devon

P-25

A Separate Peace
Vocabulary
Chapter 1
1 sedate - serenely deliberate in character or manner; composed
2 manses - a mansion
3 convalescence - gradual return to health after illness
4 salient - a projecting angle or part
5 forlorn - appearing sad or lonely because deserted or abandoned
7 consternation - sudden confusion or amazement
9 reverberant - to re-echo; resound
10 matriarchal - when a woman rules a family, clan or tribe
Chapter 2
14 vibrant - pulsing or throbbing with energy or activity
17 broadcloth - a densely textured woolen cloth with a plain or twill weave and a
lustrous finish
18 clamor - a loud outcry
20 resonant - of, pertaining to, or exhibiting resonance
20 indignant - filled with anger aroused by something unjust, mean, or unworthy
22 infinity - unbounded space, time, or quantity
23 spire - a formation or structure that tapers to a point at the top, as a steeple
Chapter 3
26 anarchy - absence of any form of political authority
26 haphazard - dependent upon or characterized by mere chance
29 blitzkrieg - a swift, sudden military offensive, usually by combined air and land force
29 adversaries - an opponent; enemy
33 harmonious - exhibiting accord in feeling or action
37 inebriating - to exhilarate or stupefy as if with alcohol
38 encroach - to advance beyond proper or prescribed limits
Chapter 4
45 obliterate - to do away with completely so as to leave no trace
45 solace - comfort in sorrow, misfortune, or distress; consolation
46 enmity - deep-seated mutual hatred
47 effulgence - a brilliant radiance
49 resignation - unresisting acceptance; passive submission
51 menaced - threatened
51 exuberant - full of unrestrained enthusiasm or joy
Chapter 5
54 haltingly - hesitant or wavering
55 denounce - to condemn openly
56 transfix - to render motionless, as with terror, amazement, or awe
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58
59
59
62

decalogue - the Ten Commandments
irresolute - unresolved as to action or procedure
ell - a wing of a building at tight angles to the main structure
jounce - to move or cause to move with bumps and jolts

Chapter 6
64 apse - a semicircular of polygonal, usually domed projection of a building
66 idiosyncratic - a structural or behavioral characteristic peculiar to an individual or
group
· - 67 infinitesimal -immeasurably or incalculably minute
68 turbid -muddy
69 sinecure - a position or office that requires little or no work but provides a salary
71 seared - to cause to wither or dry up
73 dispensation - an exemption or release from an obligation or rule, granted by or as
if by an authority
Chapter 7
79 salient - strikingly conspicuous; prominent
79 impinge - to encroach; trespass
80 extrovert - an individual interested in others or in the environment as opposed to or
to the exclusion of self
81 fratricide - the killing of one's brother or sister
81 galvanize - to arouse to awareness or action; spur
86 burlesque - a ludicrous or mocking imitation; travesty
91 tributaries - a stream or river flowing into a larger stream or river
Chapter 8
96 rhetorical - concerned primarily with style or effect; showy or overelaborate
97 indignant - characterized by or filled with anger aroused by something unjust,
mean, or unworthy
102 bequest - to leave or give by will
105 aphorism - a brief statement of a principle
105 poignance - agreeable intense or stimulating
111 patriarchal - someone or something regarded as the founder or original head or
an enterprise, organization, or tradition
112 accession - an addition
Chapter 9
115 vagaries - an extravagant or erratic notion or action; flight of fancy
116 scurvy - a disease caused by deficiency of vitamin C, characterized by spongy
and bleeding gums, bleeding under the skin, and extreme weakness
118 liaison - a channel or means of communication
121 multifariously - having great variety; diverse
123 exertions - an act or instance of strenuous effort
124 cacophony - jarring, discordant sound; dissonance
128 encroachment - to intrude gradually upon the possessions or rights of another
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Chapter 10
131 preeminent - superior to or notable above all others
131 presage - an indication or warning of a future occurrence; omen
132 aesthete - one who cultivates a superior appreciation of the beautiful
133 foreboding - a dark sense of impending evil; premonition
135 querulous - expressing or showing a complaint; fretful
136 scorn - contempt or disdain felt toward a person or object considered despicable
or inferior
138 modulate - to adjust or adapt to a certain proportion; temper
Chapter 11
144 austere - without adornment or ornamentation
146 eunuch - a castrated man employed as a harem attendant or functionary in certain
Oriental courts
155 rue - to feel regret, remorse, or sorrow for
158 torpid - dormant; hibernating
160 incarnate - invested with bodily nature and form
161 obstinate - stubbornly adhering to an attitude, opinion, or course or action;
obdurate
68 indignation - anger aroused by something unjust, mean, or unworthy
Chapter 12
171 pontiff - the pope
171 desolate - devoid of inhabitants; deserted
171 incongruity - lack of agreement or conformity
174 decrepit - weakened by old age, illness, or hard use; broken-down
178 impervious - incapable of being affected
180 precarious - dangerously lacking in security or stability
Chapter 13
188 bellicose - warlike in manner or temperament
190 emphatic - expressed or performed with emphasis
193 disillusion - the condition or fact of being disenchanted
194 synthetic - not genuine; artificial
195 serene - unruffled; tranquil
195 forlorn - appearing sad and lonely because deserted or abandoned
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Team Member's Names

{"

Recorder's
Name

A Separate Peace - Group Response Sheet
Chapter 4

Describe the scene in the morning. Use as many details as possible.

What is Gene realizing about his relationship with Finny? What does he decide to do in
response to this revelation and why?

In August a new classmate is scheduled to be initiated into the society. Who is this
student, and why is this noteworthy?

What happens at the end of the chapter? Why do you think this happens?
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WEEKTWO
Goals
* Students will gain a knowledge and understanding of the major

developments of the war in Europe and Africa.
* Students will gain a knowledge and understanding of American

involvement in the war.
* Through continued reading of A Separate Peace and first hand accounts

of life during the war, students should continue to build appreciation for
the human aspect of these events.
* Students will utilize and practice communication skills.

Activities
The second week of this curriculum will focus primarily on the military and
political start of the war in Europe, American reluctance to get involved and the
western front of the war.
History
After students obtain the preliminary background information through reading
and lecture, they will be given individual time to find primary sources in the form of
personal letters over the internet.

Students will will share their findings with peers at

the end of the week in small groups through a collage based on the writer's life.
English
Meanwhile, we will finish our reading and discussion of A Separate Peace and
end the week by taking an essay test.
Evaluation
Evaluation of the learning activities will take place in the following ways:
* Daily quizzes will be given to assess reading preparation and

comprehension of the novel.

* Students will discuss the novel (whole class and small group) and its
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relationship to the time period.
• Students will be required to keep a reading response journal outlining
their thoughts as they read.
* Historical knowledge will be assessed through a reading quiz.

* Teacher observation of preparation and participation in the reading of
letters and presentation of collages to small groups.
• Teacher observation of the developing time line.
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Name _ _ _ _ _ _ _ _ _ _ __

Period _ __

Text Reading #2 (p.783-794 & 800-812) • Quiz

1.

Define isolationism.

2.

Give two reasons why Americans supported isolationism.

3.

Why were U.S. citizens dissatisfied with isolationism?

4.

What promise did Roosevelt make to Canada concerning the war?

5.

Who did the Soviet Union sign a nonaggression pact on August 23, 1939 with
that surprised democratic nations?

6.

What country did the Neutrality Act of 1937 actually favor?

7.

Define blitzkrieg.

8.

Explain Roosevelt's Lend-Lease proposal.

9.

What event happened on December 7, 1941 that led the U.S. to declare war?

10.

What did the 26 Allied nations called themselves?

11.

How did the U.S. finance the war?

12.

What was different about the role of women in World War II compared to wars in
the past?

13.

Why were the victories in Italy important to the Allies?

14.

Operation Overlord, the invasion and conquest of Germany, began on June 6,
1944. What was this day called?

15.

What did the world label the program of extermination practiced by the Nazis?
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Name _ _ _ _ _ _ _ _ _ _ _ __

Period _ __

Text Reading #2 (p.783-794 & 800-812) - Quiz

1.

Define isolationism.
isolating self from other people's wars

2.

Give two reasons why Americans supported isolationism.
disillusioned by results of World War I
League of Nations had not become an effective instrument tor peace
Atlantic and Pacific oceans would protect U.S. from attack
government's first responsibility was to combat depression
pacifism

3.

Why were U.S. citizens dissatisfied with isolationism?
dismayed by totalitarian governments
unable to help victims of aggression
moral duty to aid victims

4.

What promise did Roosevelt make to Canada concerning the war?
he extended protection of Monroe Doctrine to Canada

5.

Who did the Soviet Union sign a nonaggression pact on August 23, 1939 with
that surprised democratic nations?
Germany

6.

What country did the Neutrality Act of 1937 actually favor?
Germany

7.

Define blitzkrieg.
lightening war

8.

Explain Roosevelt's Lend-Lease proposal.
U.S. increased production of military equipment to lend or lease to British
and other allies

9.

What event happened on December 7, 1941 that led the U.S. to declare war?
Pearl Harbor attack

10.

What did the 26 Allied nations called themselves?
United Nations

11.

How did the U.S. finance the war?
bonds/raising taxes

12.

What was different about the role of women in World War II compared to wars in
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the past?
they took over jobs for men who were drafted
they worked in noncom bat jobs for the armed forces

13.

Why were the victories in Italy important to the Allies?
strengthened control of Mediterranean

14.

Operation Overlord, the invasion and conquest of Germany, began on June 6,
1944. What was this day called?
0°Day

15.

What did the world label the program of extermination practiced by the Nazis?
Holocaust
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letters From the Front
Directions: Sometimes we tend to forget that wars are fought and experienced by real
people like you and me, people with cares, concerns, joys, struggles and stresses.
Perhaps you even know someone or have a relative who participated in World War II
(This does not necessarily mean that they were in the military!).
Over the next two days, we will search for personal letters from the time period
which shed some light on the life and experiences of the people who lived it. For this
assignment, I would like you to find several letters that deal directly with the war
experience. Fortunately, there are several good sites on the internet that include
letters from the time (We will explore these together!). After reading some of these
letters, you should express your thoughts in your response journal and select one or
two to share. Take time to produce a visual display which incorporates information
about the writer and excerpts from the letter itself.
On _ _ _ _ _ we will share our findings in small groups and you will,
* Introduce the writer of the letter and explain how he or she participated

in the war.
* Explain how the visual display relates to this person's experiences.
* Read one of the letters aloud.

Letters From the Front
Directions: Sometimes we tend to forget that wars are fought and experienced by real
people like you and me, people with cares, concerns, joys, struggles and stresses.
Perhaps you even know someone or have a relative who participated in World War II
(This does not necessarily mean that they were in the military!).
Over the next two days, we will search for personal letters from the time period
which shed some light on the life and experiences of the people who lived it. For this
assignment, I would like you to find several letters that deal directly with the war
experience. Fortunately, there are several good sites on the internet that include
letters from the time (We will explore these together!). After reading some of these
letters, you should express your thoughts in your response journal and select one or
two to share. Take time to produce a visual display which incorporates information
about the writer and excerpts from the letter itself.
On _ _ _ _ _ we will share our findings in small groups and you will,

* Introduce the writer of the letter and explain how he or she participated
in the war.
* Explain how the visual display relates to this person's experiences.

* Read one of the letters aloud.
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Name

A Separate Peace - Group Response Sheet
Chapter 9

What motivates Leper to enlist in this war? How does his enlistement relate to Finny's
view of the war?

Describe the gathering Finny plans for the boys in detail. What might have been Finny's
motivation behind organizing this event?

How does the gathering come to an end? How do Finny and Gene react to the news?

Thinking of the chapter as a whole and Finny's motivation for the gathering, how might the
news be symbolic?
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A Separate Peace - Vocabulary Test 1
Directions: On a separate piece of paper, write each vocabulary word and
the letter that corresponds with the word's correct definition.

sedate

A. to move or cause to move with a bump or jolt

matriarchal

B. to render motionless in amazement or awe; to stare

vibrant

C. a deep seated hatred for someone

clamor

D. immeasurably minute; too small to see

spire

E. deliberate in manner; composed; under control

anarchy

F. a collection of ten; the Ten Commandments

blitzkrieg

G. a behavioral characteristic peculiar to an individual

encroach

H. muddy or dirty water

obliterate

I. a loud outcry or noise

enmity

J. pulsing with energy and activity

solace

K. a swift, sudden military attack or offensive

halting

L. burned or scorched

transfix

M. when a woman rules a family, clan or tribe

decalogue

N. absence of any form of political authority

jounce

0. a structure that tapers to a point at the top, as a steeple

idiosyncratic

P. a job which requires little work

turbid

Q. to advance beyond proper or prescribed limits; invade

sinecure

R. comfort in sorrow or misfortune

seared

S. hesitant or wavering

infinitesimal

T. to do away with completely so as to leave no trace
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A Separate Peace - Vocabulary Test 2
Directions: On a separate piece of paper, write the vocabulary word and
the letter that corresponds with the word's correct definition.

serene

A. the killing of one's brother or sister

scorn

B. a stream or river flowing into a larger stream or river

bequest

C. to leave or give by will

fratricide

D. agreeable intense or stimulating

desolate

E. a male is the head of the society or community

encroachment F. a disease caused by deficiency of vitamin C
scurvy

G. a channel or means of communication

synthetic

H. jarring, discordant sound; dissonance

incarnate

I. to intrude gradually upon the possessions or rights of

tributaries

J. superior to or notable above all others

liaison

K. a dark sense of impending evil; premonition

preeminent
rue

L. contempt or disdain felt toward a person or object
considered inferior
M. a castrated man employed as a harem attendant

pontiff

N. to feel regret, remorse, or sorrow for

decrepit

0. invested with bodily nature and form

forlorn

P. the pope

foreboding

Q. devoid of inhabitants; deserted

cacophony
patriarchal

R. weakened by old age, illness, or hard use; brokendown
S. not genuine; artificial

eunuch

T. unruffled; tranquil

poignance

U. appearing sad and lonely because deserted or
abandoned

another
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A Separate Peace
Essay Test
Directions: Write answers that use evidence from the novel. Any misspelled titles or
names will result in a lower grade.

Part 1:
Choose two of these topics. For each, write a well-developed paragraph
(5-8 sentences).
1.
Point out the likenesses and differences between Gene and Finny. Gene
says, "I was not of the same quality as he (Finny)" (p. 51 ). Finny tells
Gene, "I'm good for you ... " (p. 10). In what ways are both boys right in
their judgments?
2.

Choose either Leper or Brinker. Write a characterization of the person.
Defend the characterization with examples.

3.

Examine Finny's games in the novel--blitzball, the snowball fight, the
Super Suicide Society. What do these games have in common? What
do they show about Finny's approach to life?

Part 2:
Choose one of these topics. Write a well-developed essay (probably a
page or more) on the topic.
1.

Explore the novel's title for all the ways in which it applies to the
situations and/or ideas in the novel and the historic period.

2.

Trace the gradual intrusion of World War II on the lives of the boys and on
Devon.
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WEEK THREE

WEEK THREE
Goals

* Students should come to a greater knowledge and understanding of the
military and political events which took place in the Pacific theater of the
war.
* Students will develop a level of expertise concerning one battle that took

place throughout the war.
* Students will utilize and develop group skills.
* Students will utilize and practice communication skills.
* Student understanding of the horrors of war will be achieved through the

reading and viewing of accounts of D-Day.
* Students should also gain a greater appreciation and understanding of

the affects and use of propaganda throughout the war and in everyday
life.
Activities
The historical focus of this week will shift to the war in the Pacific and the fall of
the Axis powers.
History
Again, students will work in groups after being exposed to background material
on the Pacific front and the disintegration of Axis power and research one of the key
battles of the war effort. At the end of the week, groups will present their findings to the
class. The evaluation of this oral presentation and an accompanying visual aid will be
based on accuracy, creativity and participation. The audience will participate by taking
notes which may be used on a quiz at the culmination of the presentations.
English
Ernie Pyle's short narrative, "On the Road to Berlin" will be read at the
beginning of the week. This an account of the famous journalist's experiences
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following the invading forces at Normandy. Newspaper accounts of similar stories
found in the Yakima Herald will also be read and discussed, and the opening scenes
of "Saving Private Ryan" will also be incorporated.
While students are searching for information on specific battles, they will also be
looking for authentic examples of propaganda. Early in the week, we will define
propaganda as a class, view examples and discuss its importance to the war efforts on
both sides. When students have found appropriate examples, we will take time to
share findings with other members of the class, and discuss their proposed impact on
the audience.
Evaluation
Evaluation of the learning activities will take place in the following ways:
* Students will be required to keep a reading response journal outlining

their thoughts as they read "On the Road to Berlin" and view "Saving
Private Ryan".
* Students will take a comprehension quiz for "On the Road to Berlin".
* Historical knowledge will be assessed through a reading quiz.
* Teacher observation of preparation and participation of the propaganda

presentations.
* Teacher observation of the developing time line.
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Name _ _ _ _ _ _ _ _ _ _ _ __

Period _ __

Text Reading #3 (p.799-800, 807-808 & 813-817) - Quiz
1.

What was the effect of the Pearl Harbor attack to America's offensive power in
the Pacific?

2.

What country was winning the "battle of production" in 1942?

3.

What minority group was forced to relocate during World War II?

4.

By 1943, were the United States and its Allies on the offensive or defensive in
the Pacific?

5.

What important country did the Allies reconquest in the Pacific in 1944?

6.

What three countries were referred to as the "Big Three"?

7.

What was one decision that was made at the Yalta Conference?

8.

What promise did Stalin make in the secret agreement between the "Big Three"
that led Roosevelt and Churchill to promise privileges and territories to him?

9.

Who was Roosevelt's successor after his death?

1O.

Name one of the two cities on which the U.S. dropped an atomic bomb.
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Name _ _ _ _ _ _ _ _ _ _ _ _ __

Period _ __

Text Reading #3 (p.799-800, 807-808 & 813-817) • Quiz
1.

What was the effect of the Pearl Harbor attack to America's offensive power in
the Pacific?
total destruction

2.

What country was winning the "battle of production" in 1942?
U.S.

3.

What minority group was forced to relocate during World War II?
Japanese

4.

By 1943, were the United States and its Allies on the offensive or defensive in
the Pacific?
offensive

5.

What important country did the Allies reconquest in the Pacific in 1944?
Philippines

6.

What three countries were referred to as the "Big Three"?
United States, Great Britain, Soviet Union

7.

What was one decision that was made at the Yalta Conference?
creation of a new world organization
occupation or postwar Germany
future of Poland
would support free elections throughout Europe

8.

What promise did Stalin make in the secret agreement between the "Big Three"
that led Roosevelt and Churchill to promise privileges and territories to him?
Soviet Union would enter the war against Japan

9.

Who was Roosevelt's successor after his death?
Truman

10.

Name one of the two cities on which the U.S. dropped an atomic bomb.
Hiroshima or Nagasaki
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Exploring Major Battles
Directions: In order to better understand the course of World War II, we are going to
explore individual battles. You and _ _ of your peers will become experts on a
specific battle and prepare a brief (approx. __ minute) presentation for the rest of the
class. You should incorporate one or more high quality visual aids that will help our
understanding of the events. Furthermore, you should organize your findings into a
typed fact sheet. This fact sheet should include what you deem important information
about the battle. You may, and should, use this sheet to help guide your presentation.
Consider the following kinds of questions:
* How does this battle fit in with the rest of the war?
* Which countries participated in the conflict?
* Were any new technologies utilized in this effort?
* Have you provided statistical information on the battle?
* Have you created a battle map with clear indications of tactical movements?

The presentations will take place on _ _ _ _ _ _ _. In the mean time, we will
spend the next two days gathering materials and organizing information. Consider
your audience and time constraints as you do so. You will be given an individual and
group grade based on what you produce. Your presentation will be evaluated for
accuracy, understanding of material, clarity, overall visual and organizational appeal
and whole group participation. In other words, this presentation should be impressive!
Your group may choose to research one of the following battles:

* German invasions of Sudetenland, Austria and Poland
* Battle of Britain
* Battle of the Atlantic
* German invasion of U.S.S.R.
* German invasion of France

* The African Campaign
* Battle of the Bulge
* Japanese invasions of Thailand, British Malaya, Guam,

Hong Kong, Philippines and Singapore.
* Battle of the Java Sea, Coral Sea and Midway
* Battle of Guadalcanal
* Allied Offensives in South and Central Pacific

* Battle of lwo Jima and Okinawa
Enjoy the learning experience!
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Daily Journal Questions
Day #11
Has anyone close to you ever been involved in a war? If so, what have
they told you? What do you know about their experiences? If not, what do you think
war would be like?
Day #12
If you were fighting in a war and your gear was limited, what personal
things of value would you keep with you no matter what? Explain their significance.
Day #13
How effective is advertising in your opinion? Do you buy things or do
things as a result of advertising? Give examples of effective and ineffective
advertising. Explain your choices.
Day #15
Of all of the examples of propaganda you discovered, which ones are
most memorable and why?
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On the Road to Berlin

Author: Ernie Pyle
Copyright Date: 1943
Publisher: Harcourt, Brace & World, Inc., New York, NY

P-46

Please note: Content on pp. 45-54 was redacted due to copyright concerns.
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Honoring Ernie Pyle
From a story by William H. McMichael

William H. McMichael, a former SOLDIERS staffer, is a journalist based in
Newport News, Va.
From Ernie Pyle Memorial Websight
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On the Road to Berlin - Vocabulary
1.

D-Day - Debarkation Day; June 1944; invasion on Normandy

2.

emplacement - a platform for guns

3.

epic - heroic

4.

retrospection - hindsight; looking back at past events

5.

turmoil - utter confusion

6.

amphibious - capable of operating on both land and water

7.

expendable - able to be sacrificed

8.

armada - fleet of warships
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Name

Period

On the Road to Berlin - Quiz
1.

What was Ernie Pyle's job?

2.

During the battle, who had all of the advantages, the Germans or the Allies?

3.

What had the Germans done to make an attack by boats difficult?

4.

Explain what the term "H-hour plus two" would mean.

5.

Why was it hard for the author to wake up his friend, Don Whitehead?

6.

What were the two things all the soldiers were issued just before debarkation?

7.

Name the beach where this battle had taken place.

8.

What was the odd, ironic item some soldier had brought with him?

9.

What is a foxhole?

Vocabulary
1.
2.

__ D-Day
__emplacement

3.
4.
5.
6.
7.

__epic
__retrospection
__turmoil
__amphibious
__ expendable

8.

__armada

a. utter confusion
b. able to be sacrificed; easier and cheaper to
replace than to repair
c. a platform for guns
d. fleet of warships
e. heroic
f. capable of operating on both land and water
g. Debarkation Day; June 1944; invasion on
Normandy
h. hindsight; looking back at the past
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Name

Period

On the Road to Berlin - Quiz
1.

What was Ernie Pyle's job?
roving reporter/war correspondent/journalist

2.

During the battle, who had all of the advantages, the Germans or the Allies?
Germans

3.

What had the Germans done to make an attack by boats difficult?
filled the water with mines and traps
built huge guns on the beach

4.

Explain what the term "H-hour plus two" would mean.
2 minutes after the assault had begun (H-hour marks the beginning)

5.

Why was it hard for the author to wake up his friend, Don Whitehead?
he had taken a sleeping pill

6.

What were the two things all the soldiers were issued just before debarkation?
cigarettes and writing paper

7.

Name the beach where this battle had taken place.
Normandy (Omaha)

8.

What was the odd, ironic item some soldier had brought with him?
tennis racket/banjo/dog

9.

What is a foxhole?
a small hole a soldier digs to get away from enemy fire

Vocabulary
1.
2.

g_ D-Day
c_emplacement

3.
4.
5.
6.
7.

e_epic
h_retrospection
a_turmoil
f_amphibious
b_expendable

8.

d_armada

a. utter confusion
b. able to be sacrificed; easier and cheaper to
replace than to repair
c. a platform for guns
d. fleet of warships
e. heroic
f. capable of operating on both land and water
g. Debarkation Day; June 1944; invasion on
Normandy
h. hindsight; looking back at the past
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Propaganda Internet Project
What is propaganda? How was it used to bolster support during World
War II? Was it effective? Who used propaganda?
You will be discovering the answers to these important questions on the internet over
the next few days. Working in groups of 3-4, you will have one full day in the computer
lab to complete research. The following day your group will give a brief presentation
on.your findings .. Pres1;3ntationswill be 3-5 minutes in length and all members must.
participate in sharing their group's findings. The first 15 minutes of the presentation
day will be set aside for groups to finalize posters and presentations. Your poster must
be complete at this time!
Directions:

Each group will create a poster including the following information:
*
*
*

*
*

****

a definition of propaganda
3 examples of U.S. propaganda
2 examples of Nazi propaganda
a short, typed summary describing how propaganda was used in
the U.S. war effort
a short, typed summary describing how propaganda was used by
the Nazis

Make sure all information is easily read and seen.

Grading criteria includes:
*
*
*
*
*

content (examples, summaries, definition)
visual appeal
spelling/mechanics
group cooperation
presentation

I would suggest giving each member of your group a job. Jobs could include: finding
examples of U.S. propaganda, finding examples of Nazi propaganda, writing
summaries, and creating/designing poster. If you have questions, see me now so you
can begin working at the beginning of the period tomorrow.

Good luck and have fun!
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WEEK FOUR

WEEK FOUR
Goals
* Students will gain a better understanding of the historical facts concerning

the Holocaust and the internment of Japanese Americans.
Activities
The activities for week four will deal with two key events in the war, the
Holocaust and the internment of Japanese citizens in the United States.
History
To begin the week, students will take part in an exercise to explore the causes
and effects of racism. This assignment calls for students to ignore one or more
members of the class when given time to socialize freely. Those who are called to
single out specific individuals for discrimination are the only ones who know their
roles. The exercise is followed by a discussion of feeling evoked during the event and
the causes of discrimination. Clearly, all aspects of this exercise must be carried out
with understanding and care.
Students will then have the opportunity to explore the internet web sight that
corresponds with the National Holocaust Museum in Washington D.C. This
exploration will provide much of the content information that will increase
understanding of other Holocaust materials.
Later in the week, students will be exposed to factual information concerning
the internment of Japanese Americans during the war and they will view "Schindler's
List" in its entirety.
English
To correspond with what they learn about these two events, students will read
"All But My Life" by Gerda Weisman Klein, examples of Holocaust poetry and art,
accounts of Japanese internment, finish watching Spielberg's Schindler's List , and
experience a dramatic representation of life during the Holocaust presented by the
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Living Voices acting company. Students will have the opportunity to reflect on these
experiences through writing and discussion.
Evaluation
Evaluation of the learning activities will take place in the following ways:
• Students will discuss finding on the internet.
* Students will be required to keep a reading response journal outlining

their thoughts as they read "All but my Life" and view "Schindler's List".
* Students will take a comprehension quiz for "All but my Life" and "What is

Going to Happen to Us?".

* Teacher observation of the developing time line.
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HISTORY COMPONENT

(_

NAMES: _ _ _ _ _ _ _ _ _ __

Period: _ _

Holocaust Museum Internet Exploration
(www.ushmm.org/outreach)
Directions: Respond to fhe following questions and prompts by providing defailed
information from the National Holocaust Museum's web page.
1. When did Adolf Hitler come to power in Germany?

2. Define the term "reich".

3. Who were the S.S. and how did they, along with the S.A. and Gestapo, serve
Hitler?

4. Describe the Aryan race and Hitler's feelings concerning it.

5. How many Jews lived in Germany before the war, and what percentage of the total
population did they comprise?

6. What were the Nuremberg Laws, when were they passed and how did they affect
Jews?

P-61

7. What is the significance of the "Night of Broken Glass" and when did it occur?

8. Define the term "antisemitism".

9. What happened to the passengers aboard the S.S. St Louis?

1O. What is meant by the term "final solution"?

11. Describe life in the Jewish ghettos.

12. List three methods the Nazis used to murder Jewish victims.
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13. What was the difference between a concentration camp and an extermination
camp?

14. What other groups of people were considered enemies of the German state and
forced to enter these camps?

15. Why did the Nazis resort to "death marches", and what percentage of the prisoners
died along the way?

16. What country's soldiers were the first to liberate the camps? Which camps did the
Americans liberate?

17. What were the Nuremberg trials?

18. Describe some of the resistance efforts that took place during the war.
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19. What was the War Refugee Board and when was it established?

20. In what year did the war end?
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Life in a Japanese American Internment Camp

Author: Diane Yancey
Copyright Date: 1998
Publisher: Lucent Books, San Diego, California
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''What Is Going to
Happen to Us?''
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Name _____________

Period _ __

What Is Going to Happen to Us? I Protective Custody - Quiz
1.

Define lssei.

2.

Define Nisei.

3.

Why were Japanese fishermen targeted and often arrested?

4.

What two other nationalities were often discriminated against but were never
relocated like the Japanese?

5.

What happened when Japanese voluntarily relocated to states such as
Nevada and Idaho?

6.

Give one reason why Japanese did not resist internment?

7.

Why was it financially difficult for many Japanese to sell possessions?

8.

What was E-day?

9.

Who was the President who established the War Relocation Authority?

1O.

What was the only city in Washington to have an Assembly Center?

11.

Why was the job of guard or sentry at Relocation Centers "boring"?
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Name _____________

Period - - -

What is Going to Happen to Us? I Protective Custody - Quiz
1.

Define lssei.
Japanese citizen

2.

Define Nisei.
American citizen of Japanese descent

3.

Why were Japanese fishermen targeted and often arrested?
were accused of communicating with enemy ships

4.

What two other nationalities were often discriminated against but were never
relocated like the Japanese?
Italian and German

5.

What happened when Japanese voluntarily relocated to states such as
Nevada and Idaho?
severe resistance

6.

Give one reason why Japanese did not resist internment?
tradition/upbringing taught to obey authority
no leaders encouraged defiance
relocation centers provided relief from many fears

7.

Why was it financially difficult for many Japanese to sell possessions?
they were not given fair compensation for their belongings

8.

What was E-day?
Evacuation Day

9.

Who was the President who established the War Relocation Authority?
Roosevelt

10.

What was the only city in Washington to have an Assembly Center?
Puyallup

11.

Why was the job of guard or sentry at Relocation Centers "boring"?
very few Japanese tried to escape
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Copyright © 1992-1995 Time Inc. Magazine Company and Compact
Publishing, lnc.1988: An Apology To Japanese Americans

An Apology to Japanese Americans
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Please note: Content on pp. 98-101 was redacted due to copyright concerns.
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-- By John Leo
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Copyright © 1992-1995 Time Inc. Magazine Company and Compact
Publishing, Inc.Oct. 22, 1990: American Notes:Reparations

REPARATIONS
A National Apology
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Hiroshima Reading Assignment
Directions: Hiroshima by John Hersey is a classic real-life account of the lives of six
residents of the Japanese city and their experiences prior to and following the bomb
blast. For your convenience, the text has been separated into individual reading
packets that follow the story of one of these people. You will be reading
::.:....:......:..:.::.:....:.::.:....:.::.:....:.::.:....:.::.:....:.::.:....:._'s-account of the event. When finished; relate your thoughts
about the reading in your response journal. On _ _ _ _ _ _ _ you will be
quizzed on the material and asked to relate some of the details concerning the reading
in class discussion. Think about the following kinds of details:
* What was your person's occupation and family status?

* What was your person doing prior to the blast?
* How did your person originally interpret the blast?
* How did your person suffer as a direct result of the bomb?
* Did your person have contact with any of the others?

Hiroshima Reading Assignment
Directions: Hiroshima by John Hersey is a classic real-life account of the lives of six
residents of the Japanese city and their experiences prior to and following the bomb
blast. For your convenience, the text has been separated into individual reading
packets that follow the story of one of these people. You will be reading
_ _ _ _ _ _ _ _ _ 's account of the event. When finished, relate your thoughts
about the reading in your response journal. On _ _ _ _ _ _ _ you will be
quizzed on the material and asked to relate some of the details concerning the reading
in class discussion. Think about the following kinds of details:
* What was your person's occupation and family status?
* What was your person doing prior to the blast?

• How did your person originally interpret the blast?
• How did your person suffer as a direct result of the bomb?
* Did your person have contact with any of the others?

P-102

(

ENGLISH COMPONENT

Daily Journal Questions
Day #16
Describe your best friend. What is your relationship with this person like?
What strengths do you bring into the friendship? What positive things does your friend
add to this relationship?
Day #18
Describe a time when you were singled out for being different. Was this
a positive or negative experience? How did it make you feel? Explain.
Day #19
How would you feel if you were asked to leave your home because of
your race, ethnicity or the color of your skin? How would you react? Would you be
compliant? Explain.
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All But My life

Author: Gerda Weissmann Klein
Copyright Date: 1957
Publisher: Harcourt, Brace & World, Inc, New York, NY

Please note: Content on pages 105-117 was redacted due to copyright concerns.
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All But My Life - Vocabulary
1.

naive - simple, unsophisticated or lacking experience

2.

liberated - being set free

3.

dialect - type of speech used by people in one part of a country

4.

evacuees - people who are removed or withdrawn from an area

5.

coup - stroke of genius or a clever move

6.

dissuade - persuade someone not to do something

7.

ghetto - section of the city where a minority group lives

8.

anti-semetic - against Jewish people

9.

excerpt - a passage or scene selected from a speech, book, play or film
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All But My Life •· Study Guide
1.

The month and year which are the setting for the beginning of the story.

2.

What was in the white, flat packets for which Gerda exchanged her ornament?

3.

Term used on page 27 to describe someone who is simple, unsophisticated, or
lacking experience.

4.

Famous concentration camp which was reported as captured by the Russians.

5.

This is the thing to which all of the prisoners looked forward; the act of being set
free.

6.

Why were the prisoners no longer counted? (p. 31)

7.

Which children's tale (fable) is Gerda reminded of, and what does she do
because of it?

8.

Term meaning the type of speech used by people in one certain part of a
country. (p. 34)

9.

Term for people who are removed or withdrawn from a certain area. (p. 34)

10.

French term meaning a "stroke of genius" or a clever term.

11.

Who is the brother to whom Gerda refers on page 38?

12.

What German city do Gerda and the others see as it is being bombed by Allied
planes?

13.

The "mental story'' which Gerda mentions was concerning a flower. When did
the flower bloom? (p. 38)

14.

Country into which they crossed from Germany. (p. 39)

15.

Gerda's close friend whose death is told on page 42.

16.

Term on page 42 meaning to persuade someone not to do something.

17.

Whose death has just been heard about from the guards? (p. 43)

18.

Term (Italian) meaning a section of a city where a minority group lives. (p. 45)

19.

Gerda's other friend whose death is described on page 46.

20.

Term on page 46 which means "against the Jews" or "opposed to Jewish
people."

21.

Nation from which the soldiers in strange uniforms had come. (p. 46)

22.

Term on page 47 for the state or condition of being gathered together into one
body.

23.

Gerda thinks, "I must tell him, so that he has no _ _ about us."

24.

What is the point of view of the story? (Look up point of view in the glossary.)

25.

What is the name of the lieutenant who talks with Gerda at the end of the story?
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All But My Life -- Study Guide
Answer Key
i.

November i 944

2.

poison

3.

naive

4.

Auschwitz

5.

liberation

6.

guards could not keep track of how many were shot and killed during the night

7.

Little Match Girl; she shook Ilse to wake her, rubbed her hands and face

8.

dialect

9.

evacuees

iO.

coup

ii.

Brother Arthur

"12.

Dresden

i 3.

after the person died

i 4.

Czechoslovakia

i 5.

Ilse

i 6.

dissuade

i 7.

Hitler

18.

ghetto

"19.

Suse

20.

anti-Semitic

2i.

United States

22.

embodiment

23.

illusions

24.

first person narrator

25.

Lt. Kurt Klein
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All But My Life - Thought Questions
Directions: Choose two out of the three questions to answer. Be sure to refer to the
main point you are focusing on in your opening sentence. Use references from the
story to support your ideas. Each answer should be at least two well developed
paragraphs.
1.

How does Gerda Weissman Klein's style of writing differ from Ernie Pyle's ("On
the Road to Berlin")?

2.

How does Gerda Wiessman Klein's simplicity increase the impact of the horrors
that she and the other girls experienced?

3.

What examples of strength do we see in Gerda? Why didn't she condemn the
other girls for stealing?
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Holocaust Poetry
Directions: Today we will be analyzing and discussing poems dealing with the
Holocaust. You will be working in teams of four. Each team will be given a colored
marker that will identify team responses. There are six stations around the room
equipped with poems or artwork and a large piece of butcher paper. While at each
station, your team's job is to read the poem(s) aloud or view the artwork, discuss the
poem(s) or artwork, and write your team's reactions with your marker on the piece of
butcher paper provided. You will have approximately five minutes at each station.
Be sure to discuss responses before recording thoughts onto the butcher paper.
Responses should be specific rather than general. Work as a team and be open to all
thoughts and feelings!

Holocaust Poetry
Directions: Today we will be analyzing and discussing poems dealing with the
Holocaust. You will be working in teams of four. Each team will be given a colored
marker that will identify team responses. There are six stations around the room
equipped with poems or artwork and a large piece of butcher paper. While at each
station, your team's job is to read the poem(s) aloud or view the artwork, discuss the
poem(s) or artwork, and write your team's reactions with your marker on the piece of
butcher paper provided. You will have approximately five minutes at each station.
Be sure to discuss responses before recording thoughts onto the butcher paper.
Responses should be specific rather than general. Work as a team and be open to all
thoughts and feelings!
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CANNOT

FORGET

THE ACTION IN THE GHETTO OF ROHATYN, MARCH 1942.
by Alexander Kimel-

Holocaust
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Survivor.

THE CREED OF A HOLOCAUST SURVIVOR
by Alexander Kimel
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THE GHETTO PRAYER
by Janusz Korczak
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AFTERMATH
by Evelyn Roman - Holocaust Survivor
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UNANSWERED .... ?
by DUNIO BERNHAUT
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GHETTO

UPRISING-LACHVA, POLAND
September 3, 1942
Evelyn Roman - Holocaust Survivor
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*MONUMENT AT MORIAH
by Evelyn Roman- Holocaust Survivor

P-131

THE

ARCHIVIST

by Lois E. Olena
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BEHIND THE MONEST ARY
by Lois E. 0lena
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HOMELAND
by

Lois E. Olena
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AN INSPIRATION LOST ....
BUT NOT FORGOTTEN
By Shannon S.
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THE VOICE OF THE UNSPOKEN
by Shannon S.
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Home Was a Horse Stall - Diary Entries
Directions: After reading "Home Was a Horse Stall", create three 2-3 paragraph in
length diary entries from Sox's point of view. Entries should cover distinct events in
her life as described in the article. Entries could include school experiences,
employment at Mrs. Perkins's, internment experiences/conditions, relocation rumors,
marriage, camp closure, or future compensation. Feel free to add details as long as
they are historically appropriate. Be creative and have fun!

Home Was a Horse Stall - Diary Entries
Directions: After reading "Home Was a Horse Stall", create three 2-3 paragraph in
length diary entries from Sox's point of view. Entries should cover distinct events in
her life as described in the article. Entries could include school experiences,
employment at Mrs. Perkins's, internment experiences/conditions, relocation rumors,
marriage, camp closure, or future compensation. Feel free to add details as long as
they are historically appropriate. Be creative and have fun!

Home Was a Horse Stall - Diary Entries
Directions: After reading "Home Was a Horse Stall", create three 2-3 paragraph in
length diary entries from Sox's point of view. Entries should cover distinct events in
her life as described in the article. Entries could include school experiences,
employment at Mrs. Perkins's, internment experiences/conditions, relocation rumors,
marriage, camp closure, or future compensation. Feel free to add details as long as
they are historically appropriate. Be creative and have fun!
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World War II - Newspaper Project
Format:

Newspapers must follow the guidelines below:
*
typed in i O to i 2 point Times font
*
title of newspaper
*
interesting headline for each article
*
byline for each article/item
*
at least three pictures/graphics

Create a newspaper covering the information we have discussed concerning World
War II. This is your final evaluation, so be sure to include information on all facets of
World War II. Each member of you group must write one 250+ word article and create
one other item. In other words, every student will produce two items for their group's
paper.
Articles could include:
a.
editorial
b.
news story
c.
feature article
d.
sports story
e.
your choice???

Other items could include:
a.
political cartoon
b.
obituary
c.
map
d.
Dear Abby
e.
advertisement/propaganda
f.
your choice???

Grading
You will be graded on the items you create for the newspaper as well as group
cooperation.
Articles will be graded on the following:
*
Content
*
Spelling and mechanics
*
Accuracy
*
Sensitivity/awareness of major figures, events and time period
*
Development (amount of information provided)
*
Headline
Other items
*
*
*
*

*

will be graded on the following:
Spelling and mechanics
Accuracy
Sensitivity/awareness of major figures, events and time period
Visual impact
Format (see newspaper for examples)
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Group Cooperation
Each member of your team will be given a job. You will be graded on how effectively
you carry out your duties. The jobs include:
*
editor and chief: makes sure deadlines are followed and one copy of
newspaper is produced for all other groups; helps where needed
*
layout editor: in charge of all layout decisions
*
copy editor: edits other members' copy
* ----gr;;iphJc!! 1;igitor: creates/finds pict1,ires a.nd graphics
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WEEK FIVE

WEEK FIVE
Goals
* Students will have a historical understanding of the American use

of the atomic bomb on Japan.
* Students will develop an opinion on the moral and practical

advantages and disadvantages of this use.
* Students will gain a greater appreciation for the human experience

in the war by talking with veterans.
* Students will express their knowledge and understanding of the

war, as well as their writing and organizational skills by producing a
review of the events of the war through a group newspaper.
Activities
In the culminating week of this curriculum, students will learn about the
final events of the war, including the atomic bombing of Japan. This will serve
as a springboard to later discussions on the cold war, McCarthyism and the
post-war world.
History
Groups of students will read and discuss excerpts from John Hersey's
Hiroshima to begin the week. A class debate and discussion will then be held
dealing with the advantages and disadvantages of using atomic weapons to
end the war with Japan. In preparation for this debate, students will be given
the opportunity to examine primary and secondary sources dealing with the
political and military decision to use the bomb. Students will also watch and
respond to portions of the documentary film The Atomic Cafe, and the class will
compose questions for a presentation by local members of the V.F.W.

Articles will be written, edited and laid out by students. The papers will be evaluated at
the end of the week by the teacher and peers for accuracy, creativity and overall
appeal. Students will also take time to write letters of thanks to those veterans who
took time to speak to the class.
Evaluation
Evaluation of the learning activities wlll take place In the following ways:
* Students will be assessed for participation in class debate.

• Students will compose five open ended questions for visiting veterans.

* Students will take a quiz for individual portions of Hiroshima.
* Group newspapers will be evaluated based on accuracy, creativity and
overall appeal
* Individual group members will be evaluated based on participation and

quality, and accuracy of contribution to newspaper.
* Group members will evaluate peers based on the same criteria.

• Teacher observation of the final time line.
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Hiroshima Quiz
Directions: Compose ten comprehension questions that cover the details of your
reading for this novel. Avoid true/false, multiple choice and yes/no style questions.

Provide answers on the back.
1.

2.

3.

4.

5.

6.

7.

8.

9.

10.
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The Atomic Bomb on Trial
Directions: As you know, one of the most controversial events of World War II was the use
of the atomic bomb on the Japanese by the United States. People have debated the
moral, military and political implications of this decision from day one. Actually, as you will
learn, the debate raged in secret for much longer. Today, you will read several primary
and secondary documents which discuss various issues concerning the use of the bomb.
On _ _ _ _ _ _ we will conduct a trial (with me acting as judge) where half of
. -}'QLIWilldefeDd the use of this. weapon_and the rest will argue that its use was not justified.
At this point, you already know which side you will be supporting, and it is time to build up
your defense. As you read the provided materials individually, it would be wise to take
detailed notes. Before the trial, your group will submit a typed outline of your case. As
your group discusses the evidence for this case, the reading notes will come in very
handy. As you read, keep in mind that the strength of your case depends on how well you
understand and anticipate that of the opposition.
Your group's team of lawyers will call witnesses (members of your group) to make
the case, but remember, the opposition has the right to cross examine! Through your
presentation of the case, be sure to thoroughly cover all of the supporting information you
find in your reading.

The Atomic Bomb on Trial
Directions: As you know, one of the most controversial events of World War II was the use
of the atomic bomb on the Japanese by the United States. People have debated the
moral, military and political implications of this decision from day one. Actually, as you will
learn, the debate raged in secret for much longer. Today, you will read several primary
and secondary documents which discuss various issues concerning the use of the bomb.
On _ _ _ _ _ _ we will conduct a trial (with me acting as judge) where half of
you will defend the use of this weapon and the rest will argue that its use was not justified.
At this point, you already know which side you will be supporting, and it is time to build up
your defense. As you read the provided materials individually, it would be wise to take
detailed notes. Before the trial, your group will submit a typed outline of your case. As
your group discusses the evidence for this case, the reading notes will come in very
handy. As you read, keep in mind that the strength of your case depends on how well you
understand and anticipate that of the opposition.
Your group's team of lawyers will call witnesses (members of your group) to make
the case, but remember, the opposition has the right to cross examine! Through your
presentation of the case, be sure to thoroughly cover all of the supporting information you
find in vo11r rP.::irlinn.
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THE SEA'I"l'L.E TIMES
PRO AND CON ON DROPPING THE BOMB
BY BILL DIETRICH
Seattle Times staff reporter
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Recommendations on the Immediate Use of Nuclear Weapons, by
the Scientific Panel of the Interim Committee on Nuclear Power,
June 1 6, 1 945.
Source: U. S. National Archives, Record Group 77, Records of the Office of
the Chief of Engineers, Manhattan Engineer District, Harrison-Bundy File,
Folder #76.

TOP SECRET
THIS PAGE REGRADED UNCLASSIFIED
Order Sec Army By TAG per
720564
THIS DOCUMENT CONSISTS OF 2 PAGE(S)
NO. 1 OF 1 2 COPIES, SERIES A
RECOMMENDATIONS ON THE IMMEDIATE USE OF NUCLEAR WEAPONS
A. H. Compton
E. 0. Lawrence
J. R. Oppenheimer
E. Fermi

J. R. Oppenheimer
For the Panel
June 1 6, 1 945
You have asked us to comment on the initial use of the new weapon. This
use, in our opinion, should be such as to promote a satisfactory
adjustment of our international relations. At the same time, we recognize
our obligation to our nation to use the weapons to help save American
lives in the Japanese war.
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(1) To accomplish these ends we recommend that before the weapons are
used not only Britain, but also Russia, France, and China be advised that
we have made considerable progress in our work on atomic weapons, that
these may be ready to use during the present war, and that we would
welcome suggestions as to how we can cooperate in making this
development contribute to improved international relations.
(2) The opinions of our scientific colleagues on the initial use of these
weapons are not unanimous: they range from the proposal of a purely
technical demonstration to that of the military application best designed
to induce surrender. Those who advocate a purely technical demonstration
would wish to outlaw the use of atomic weapons, and have feared that if
we use the weapons now our position in future negotiations will be
prejudiced. Others emphasize the opportunity of saving American lives by
immediate military use, and believe that such use will improve the
international prospects, in that they are more concerned with the
prevention of war than with the elimination of this specific weapon. We
find ourselves closer to these latter views; we can propose no technical
demonstration likely to bring an end to the war; we see no acceptable
alternative to direct military use.
(3) With regard to these general aspects of the use of atomic energy, it is
clear that we, as scientific men, have no proprietary rights. It is true
that we are among the few citizens who have had occasion to give
thoughtful consideration to these problems during the past few years. We
have, however, no claim to special competence in solving the political,
social, and military problems which are presented by the advent of atomic
power.
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Szilard Petition,

First Version,

July 3,

1 945

Source: U.S. National Archives, Record Group 77, Records of the Chief of
Engineers, Manhattan Engineer District, Harrison-Bundy File, folder #76.
The first version of Leo Szilard's petition, dated July 3, 1945, was more
. -strongly worded than the. final version. It was -also more specific in
identifying the moral issues that he believed were involved.
Rejecting the pretense that the targets would be military, the petition
called atomic bombs "a means for the ruthless annihilation of cities."
The bombing of cities, it continued, "had been condemned by American
public opinion only a few years ago when applied by the Germans to the
cities of England. Our use of atomic bombs in this war would carry the
world a long way further on this path of ruthlessness."
The petition concluded by requesting the President "to rule that the United
States shall not, in the present phase of the war, resort to the use of
atomic bombs."
The July 3 version received 59 signatures at the Chicago Metallurgical
Laboratory, but it was not submitted to the President in this form. Szilard
sought to broaden support, and rewrote it into the final version of July 17.

SECRET
THIS PAGE REGRADED UNCLASSIFIED
Order Sec Army
720564
July 3, 1945
A PETITION TO THE PRESIDENT OF THE UNITED ST ATES
Discoveries of which the people of the United States are not aware may
affect the welfare of this nation in the near future. The liberation of
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atomic power which has been achieved places atomic bombs in the hands
of the Army. It places in your hands, as Commander-in-Chief, the fateful
decision whether or not to sanction the use of such bombs in the present
phase of the war against Japan.

_

We, the undersigned scientists, have been working in the field of atomic
power for a number of years. Until recently we have had to reckon with the
possibility that the United States-might be attacked by atomic bombs
during this war and that her only defense might lie in a counterattack by
the same means. Today with this danger averted we feel impelled to say
what follows:
The war has to be brought speedily to a successful conclusion and the
destruction of Japanese cities by means of atomic bombs may very well be
an effective method of warfare. We feel, however, that such an attack on
Japan could not be justified in the present circumstances. We believe that
the United States ought not to resort to the use of atomic bombs in the
present phase of the war, at least not unless the terms which will be
imposed upon Japan after the war are publicly announced and subsequently
Japan is given an opportunity to surrender.
If such public announcement gave assurance to the Japanese that they
could look forward to a life devoted to peaceful pursuits in their homeland
and if Japan still refused to surrender, our nation would then be faced
with a situation which might require a re-examination of her position
with respect to the use of atomic bombs in the war.
Atomic bombs are primarily a means for the ruthless annihilation of
cities. Once they were introduced as an instrument of war it would be
difficult to resist for long the temptation of putting them to such use.
The last few years show a marked tendency toward increasing
ruthlessness. At present our Air Forces, striking at the Japanese cities,
are using the same methods of warfare which were condemned by
American public opinion only a few years ago when applied by the Germans
to the cities of England. Our use of atomic bombs in this war would carry
the world a long way further on this path of ruthlessness.
Atomic power will provide the nations with new means of destruction. The
atomic bombs at our disposal represent only the first step in this
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direction and there is almost no limit to the destructive power which will
become available in the course of this development. Thus a nation which
sets the precedent of using these newly liberated forces of nature for
purposes of destruction may have to bear the responsibility of opening the
door to an era of devastation on an unimaginable scale.
In view of the foregoing, we, the undersigned, respectfully petition that
- you exercise your power ~as Commander-in-Chief to rule that the UnitedStates shall not, in the present phase of the war, resort to the use of
atomic bombs.
Leo Szilard and 58 co-signers
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President Truman told his diary on July 25, 1945, that he had
ordered the bomb used.
Emphasis has been added to highlight Truman's apparent belief that he had
ordered the bomb dropped on a "purely military" target, so that "military
objectives and soldiers and sailors are the target and not women and
children."

We have discovered the most terrible bomb in the history of the world. It
may be the fire destruction prophesied in the Euphrates Valley Era, after
Noah and his fabulous Ark.
Anyway we "think" we have found the way to cause a disintegration of the
atom. An experiment in the New Mexico desert was startling - to put it
mildly. Thirteen pounds of the explosive caused the complete
disintegration of a steel tower 60 feet high, created a crater 6 feet deep
and 1,200 feet in diameter, knocked over a steel tower 1/2 mile away and
knocked men downl 0,000 yards away. The explosion was visible for more
than 200 miles and audible for 40 miles and more.
This weapon is to be used against Japan between now and August 10th. I
have told the Sec. of War, Mr. Stimson, to use it so that military
objectives and soldiers and sailors are the target and not women and
children. Even if the Japs are savages, ruthless, merciless and fanatic, we
as the leader of the world for the common welfare cannot drop that
terrible bomb on the old capital or the new.
He and I are in accord. The target will be a purely military one and we will
issue a warning statement asking the Japs to surrender and save lives. I'm
sure they will not do that, but we will have given them the chance. It is
certainly a good thing for the world that Hitler's crowd or Stalin's did not
discover this atomic bomb. It seems to be the most terrible thing ever
discovered, but it can be made the most useful. ..
Truman quoted in Robert H. Ferrell, Off the Record: The Private
Papers of Harry S. Truman (New York: Harper and Row, 1980) pp.
55-56. Truman's writings are in the public domain.
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Truman Tells Stalin, July 24, 1945
Most of the groups and individuals who had considered the subject -from the Scientific Panel to the writers of the Franck Report -- believed
it necessary to inform the USSR of the imminent success of the Manhattan
project. Failure to do so, they believed, would guarantee a post-war
atmosphere of suspicion and hostility.

-

- --------" -----

-- -

·-

At the Potsdam Conference, however, President Truman chose to tell
Stalin only that the U.S. possessed "a new weapon of unusual destructive
force." Truman's decision raises an obvious question: Since Stalin would
learn of the existence of the atomic bomb the day it was used, if he did
not know already, what purpose could be served by Truman's tactic?
Truman's announcement to Stalin can be seen here from the accounts
of the different observers. Each describes the same event, but the event
appears in a different light to each observer. Did the "master politicians"
Truman, Churchill, and Byrnes know what they were doing? Or did they
make a tragic blunder?

President

Truman's

version:

On July 24, I casually mentioned to Stalin that we had a new weapon
of unusual destructive force. The Russian Premier showed no special
interest. All he said was he was glad to hear it and hoped we would make
"good use of it against the Japanese."
Harry S. Truman, Year of Decisions (Garden City, NY: Doubleday and
Company, 1955) p. 416.
British

Prime

Minister

Winston

Churchill's

version:

I was perhaps five yards away, and I watched with the closest
attention the momentous talk. I knew what the President was going to do.
What was vital to measure was its effect on Stalin. I can see it all as if it
were yesterday.
He seemed to be delighted. A new bomb! Of extraordinary power!
Probably decisive on the whole Japanese war! What a bit of luck! This was
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my impression at the moment, and I was sure that he had no idea of the
significance of what he was being told. Evidently in his immense toils and
stresses the atomic bomb had played no part. If he had the slightest idea
of the revolution in world affairs which was in progress his reactions
would have been obvious. Nothing would have been easier than for him to
say, "Thank you so much for telling me about your new bomb. I of course
have no technical knowledge. May I send my expert in these nuclear
sciences to see your expert tomorrow morning?" But his face remained gay
and genial and the talk between these two potentates soon came to an end.
As we were waiting for our cars I found myself near Truman. "How
did it go?" I asked. "He never asked a question," he replied. I was certain
therefore that at that date Stalin had no special knowledge of the vast
process of research upon which the United States and Britain had been
engaged for so long ...
Winston Churchill, Triumph and Tragedy (Boston: Houghton-Mifflin,
1953) pp 669-70.
Secretary of State James Byrnes' version I:
At the close of the meeting of the Big Three on the afternoon of July
24, the President walked around the large circular table to talk to Stalin.
After a brief conversation the President rejoined me and we rode back to
the "Little White House" together. He said he had told Stalin that, after
long experimentation, we had developed a new bomb far more destructive
than any other known bomb, and that we planned to use it very soon unless
Japan surrendered. Stalin's only reply was to say that he was glad to hear
of the bomb and he hoped we would use it. I was surprised at Stalin's lack
of interest. I concluded that he had not grasped the importance of the
discovery. I thought that the following day he would ask for more
information. He did not. Later I concluded that, because the Russians kept
secret their developments in military weapons, they thought it improper
to ask us about ours.
James F. Byrnes, Speaking Frankly (New York: Harper and Brothers,
1947) p. 263.
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Secretary of State James Byrnes' version II:
I am just as convinced now as I was when I wrote that first book,
"Speaking Frankly," in 1947, that Stalin did not appreciate the
significance of the statement. I have read stories by so-called historians
who assert that he must have known, but they were not present. I was. I
watched Stalin's face. He smiled and said only a few words, and Mr.
Truman shook hands with him, left, coming back to where I was seated and
the two of us went to our automobile.
I recall telling the President at the time, as we were driving back to
our headquarters, that, after Stalin left the room and got back to his own
headquarters, it would dawn on him, and the following day the President
would have a lot of questions to answer. President Truman thought that
most probable. He devoted some time in talking to me that evening as to
how far he could go -- or should go.
Stalin never asked him a question about it. I am satisfied that Stalin
did not appreciate the significance of President Truman's statement. I'm
pretty certain that they knew we were working on the bomb, but we had
kept secret how far that development had gone.
James Byrnes, interview in U.S. News and World Report, August 1 5,
1960 pp 67-68.
Truman's

Interpreter Charles

Bohlen's version:

Three days after the successful test blast, after consulting his
advisers and Churchill (the British had cooperated in the project), Truman
decided it would be wise to tell Stalin the news. Explaining that he
wanted to be as informal and casual as possible, Truman said during a
break in the proceedings that he would stroll over to Stalin and
nonchalantly inform him. He instructed me not to accompany him, as I
ordinarily did, because he did not want to indicate that there was anything
particularly momentous about the development. So it was Pavlov, the
Russian interpreter, who translated Truman's words to Stalin. I did not
hear the conversation, although Truman and Byrnes both reported that I
was there.
In his memoirs, Truman wrote that he told Stalin that the United
States had "a new weapon of unusual destructive force." Apparently, the
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President did not tell Stalin the new weapon was an atomic bomb, and the
Soviet leader did not ask or show any special interest. He merely nodded
and said something. "All he said was that he was glad to hear it and hoped
we would make good use of it against the Japanese," Truman wrote. Across
the room, I watched Stalin's face carefully as the President broke the
news. So offhand was Stalin's response that there was some question in
my mind whether the President's message had got through. I should have
-known better than to underrate the dictator. Years later, Marshal Georgi K.
Zhukov, in his memoirs, disclosed that that night Stalin ordered a
telegram sent to those working on the atomic bomb in Russia to hurry
with the job.
Charles E. Bohlen, Witness to History 1929-1969 (New York: W.W.
Norton, 1973) pp. 247-248.
British

Foreign Minister Anthony Eden's version:

Mr. Churchill and I had previously discussed together the problem of
telling Stalin and, if so, whether before the explosion of the bomb or
after. If we did tell him would he ask for the know-how at once? A refusal
would be awkward, but inescapable.
There were embarrassments every way, but on balance I was in
favour of telling Stalin. My chief argument was that the United States and
Britain would have to refuse the secret information. They would be better
placed to to this if Stalin had already been told that we possessed this
weapon and meant to use it. There was not much to this, but the Prime
Minister thought it the better way.
On the question of when Stalin was to be told, it was agreed that
President Truman should do this after the conclusion of one of our
meetings. He did so on July 24th, so briefly that Mr. Churchill and I, who
were covertly watching, had some doubts whether Stalin had taken it in.
His response was a nod of the head and a brief "thank you." No comment.
Anthony Eden, The Reckoning: The Memoirs of Anthony Eden, Earl of
Avon, (Boston: Houghton Mifflin, 1965) p. 635.
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Soviet Marshal Georgii Zhukov's version:
I do not recall the exact date, but after the close of one of the
formal meetings Truman informed Stalin that the United States now
possessed a bomb of exceptional power, without, however, naming it the
atomic bomb.
- As wasJater written abroad, at that moment Churchill fixed his
gaze on Stalin's face, closely observing his reaction. However, Stalin did
not betray his feelings and pretended that he saw nothing special in what
Truman had imparted to him. Both Churchill and many other AngloAmerican authors subsequently assumed that Stalin had really failed to
fathom the significance of what he had heard.
In actual fact, on returning to his quarters after this meeting Stalin,
in my presence, told Molotov about his conversation with Truman. The
latter reacted amost immediately. "Let them. We'll have to talk it over
with Kurchatov and get him to speed things up."
I realized that they were talking about research on the atomic bomb.
It was clear already then that the US Government intended to use the
atomic weapon for the purpose of achieving its Imperialist goals from a
position of strength in "the cold war." This was amply corroborated on
August 6 and 8. Without any military need whatsoever, the Americans
dropped two atomic bombs on the peaceful and densely-populated Japanese
cities of Hiroshima and Nagasaki.
Georgii Konstantinovich Zhukov, The Memoirs of Marshal Zhukov (New
York: Delacorte Press, 1971) pp. 674-675.

Copyright notice: These excerpts are copyrighted material from the
indicated sources. They are quoted here under the "fair use" provisions of
copyright law.
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What did the bombs do?
The atomic bombs dropped on Hiroshima and Nagasaki generated a
huge amount of energy when it exploded -- equivalent to a 1 5-kiloton TNT
explosion. On the ground, beneath the explosion center( called the
"hypocenter"), the temperature rose to approximately 7,000 degrees F.
Within 1/1 6 mile radius from the explosion center, most people died
within a few hours. Within a half mile radius, most people died within 30
days after the explosion. The people who entered the area within a half
mile radius from the explosion center in the first 100 hours after the
explosion were also affected by the remaining radiation on the ground.
The

Aftermath

The bombs devastated both cities. About 70,000 people died at
Hiroshima and about 40,000 at Nagasaki, and many thousands more were
injured. Within days the war with Japan was over.
More on the explosions at Hiroshima and Nagasaki
The devastation of Hiroshima and Nagasaki resulted from three main
types of effects: blast, thermal radiation, and nuclear radiation. The blast
effect of an atomic bomb is similar to that of a conventional explosive but
much more intense and far-reaching. Thermal radiation, which results
from the extremely high temperatures created by an atomic explosion,
causes serious burns on exposed parts of the body and can ignite fires over
a wide radius. Nuclear radiation, which results from the neutrons and
gamma rays associated with fission, causes death and injury as a result
of damage to living tissue.
Among the survivors of the attacks on Hiroshima and Nagasaki,
roughly equal numbers of injuries were caused by blast and thermal
radiation but considerably fewer by nuclear radiation. Each of the three
types of effects posed serious hazards to unprotected persons out to a
distance of about a mile (1.6 km) from a point directly below the
explosion.
Long term effects of the bomb on Survivors
By the end of 1945 the estimated number of people who died as a
direct result of the bomb was 140,000. This graph shows the number of
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survivors who died up to the end of each year. The collection of statistics,
by the Hiroshima City Government, did not commence until 1952. For the
period 1 946 to 19 51 the number of deaths due to the bomb was estimated
at 60,000. As the number of deaths among survivors, in the first ten years
of the survey, showed little difference from the population as a whole it
has been concluded that the number of people who died as a direct result
of the bomb was approximately 200,000.
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TRI-CITY HERALD
Bound by the Bomb:
Scientists, Survivors, Veterans Debate Bomb's Morality
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TRI-CITY HERALD
Bound By the Bomb
Bomb Sprouted Tri-Cities out of Desert Sand
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The Bomb & the Fall of Japan

P-175

(

(
P-176

(

P-177

P-178

Copyright © 1992-1995 Time Inc. Magazine Company and Compact
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August 1 3, 1 945
THE NATION
Birth of an Era
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Daily Journal Questions
Day #21
How is the freedom of speech significant to you? How does Rockwell's
illustration of this freedom impact your thoughts and ideas? OR What does this
illustration make you think about?
Day #22
How is the freedom of religion significant to you? How does Rockwell's
illustration of this freedom impact your thoughts and ideas? OR What does this
... illustration make you think about?
Day #23
How is the freedom from want significant to you? How does Rockwell's
illustration of this freedom impact your thoughts and ideas? OR What does this
illustration make you think about?
Day #24
How is the freedom from fear significant to you? How does Rockwell's
illustration of this freedom impact your thoughts and ideas? OR What does this
illustration make you think about?
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Four

Freedoms

The Concise Columbia Electronic Encyclopedia, Third Edition Copyright ©
1 994, Columbia University Press.

P-186
Please note: Content on pp. 186-190 was redacted due to copyright concerns.

(

FREEDOM FROM

FEAR

C

C
P- 187

(

FREEDOM OF SPEECH

C

C
P- 1 88

(

FREEDOM OF
RELIGION

C

(
P-189

(

FREEDOM FROM
WANT

C

(
P- 190

Group Names _________________

Period ____

Directions:
As a group, evaluate your newspaper along with your classmates' newspapers keeping
in mind the components each newspaper will be graded on (see assignment sheet). Give each paper
a score out of ten (ten is high and one is low) and include comments justifying your score.
,,,,,-·-,,,-~

\lewspaper Title

Score 1-10

Comments
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Evaluation Sheet
Name _ _ _ _ _ _ _ _ _ _ _ _ __

Period - - -

Team - - -

The comments you make below are confidential. Please take the time to make thoughtful responses.
In the first column, list all four members of your team, including yourself. After each, rate the
person's value to the group on a scale of 1-10. Then give a reason or reasons why you believe the
person deserves that rating. (For example, were there members that did not meet deadlines? Did
foembers take flieir jobs seriously? Was there a member you depended on to do the most work?
Was everyone helpful and positive when working toegether?)

Name

Rating

Reasons(s)

If I was giving 10 extra points to the person or people in your team who were the most valuable,
how would you distribute the points? (Be honest. If you deserve the points, give them to yourself!)

What was the best part(s) about working with your group?

What were the worst parts (or the parts that were frustrating) about working with your group?
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Name:._ _ _ _ _ _ _ _ _ _ _ __

Period: _ _

Self Evaluation
Directions: Respond to the following questions and prompts with thoughtful
responses.
1. What was your favorite aspect of this unit? Why?

2. What was your least favorite aspect of this unit? Why?

3. If you had this unit to do over again, what would you do differently? The same?
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4. What did you learn that surprised you during this unit? Explain.

5. Which project/ presentation was most beneficial? Explain why.

6. Provide any specific suggestions detailing how this unit could be made more
effective.

(
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SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary
The purpose of this project was to design and develop a model
interdisciplinary curriculum combining English and history for the junior year of
high school. To accomplish this purpose, current research and literature on
integration and interdisciplinary teaching were reviewed. Furthermore,
information and materials appropriate for learning activities were gathered,
revised and adapted for classroom use. Finally, learning goals, activities, and
strategies were developed for the curriculum.
Conclusions
Conclusions reached as a result of this project were:
1. Students learn most effectively when they perceive connections between
content fields.
2. Students learn most effectively when they perceive connections between
educational content and human experience.
3. Streamlining high school content fields through integration and
interdisciplinary teaching benefits teachers and students alike.
4. A "natural" connection exists between history and English content.
Recommendations
As a result of this project, the following recommendations have been
suggested:
1. More curricula needs to be developed for interdisciplinary studies at the high
school level.
2. More research needs to be conducted in order to determine the effects of
integrated curriculum.
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3. Discipline based teachers should consider integrating curricula at the high
school level for the benefit of the students.
4. Schools and districts need to determine what level of integration is most
appropriate and effective for student needs.

Throughout the process of writing and developing this project, the writer
has come to appreciate the enormity of the task of implementing true
interdisciplinary teaching. The traditional school day is familiar to students,
teachers and communities. Breaking down the walls that dictate this structure is
not easy. Understandably, people are always concerned by change, but as
previously stated, this change appears to be truly beneficial for all stake
holders.
Integrated curriculum takes on many forms, and one that balances
discipline based teaching with some level of integration throughout the day
appears to be the most practical and effective method. Still, this is a task that
requires widespread cooperation in and out of the school building. The writer
envisions implementing this kind of curriculum on a single class basis in hopes
of encouraging other teachers to explore the possibilities of integrating
disciplines.
It is also the writer's hope that any materials found in this curriculum be
adapted, expanded and developed to fit the needs of the reader.
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IRA/NCTE
STANDARDS FOR THE ENGLISH LANGUAGE ARTS

*

The vision guiding lhcse standards is that all students n1ust have the opportunities and resources to develop the language
skills they need to pursue life's goals and to pa1ticipate fully as informed, productive members of society. These standards
assume that literacy growth begins before children enter school as they experience and experiment with literaq, activitiesreading and "\Vfiting, and associating spoken words with their graphic representations. Recognizing this fact, these standards
encourage the development of curriculum and instruction that make productive use of the emerging literacy abilities that children bring to school. Furthermore, the standards provide ample room for the innovation and creativity essential to teaching
and learning. They are not prescriptions for particular curriculum or instruction.

Al_t_hough we prese_nt _tl_1es_e,___ ~t-~n-~_a_rds_ as_ a list, we want to emphasize that they are not distinct and s_ep~ral:)le; th<;y ar~_1
"CoiiS1dered as a whole.
-,,
, ,

iflliCt, interrelated anCr Sliolild

1.

be

Students read a wide range of print and nonprint texts to build an understanding of texts, of themselves, and of the cultures of the United States and the world; to acquire new information; to
respond to the needs and demands of society and the workplace; and for personal fulfillment.
Among these texts are fiction and nonfiction, classic and contemporary works.

2. Students read a wide range of literature from many periods in many genres to build an understanding of the many dimensions (e.g., philosophical, ethical, aesthetic) of human experience.

3. Students apply a wide range of strategies to comprehend, interpret, evaluate, and appreciate texts.
They draw on their prior experience, their interactions with other readers and writers, their knowl-

edge of word meaning and of other texts, their word identification strategies, and their understanding of textual features (e.g., sound-letter correspondence, sentence structure, context, graphics).

4. Students adjust their use of spoken, written, and visual language (e.g., conventions, style, vocabulary) to communicate effectively with a variety of audiences and for different purposes.

5.

Students employ a wide range of strategies as they write and use different writing process elements
appropriately to communicate with different audiences for a variety of purposes.

6. Students apply knowledge of language structure, language conventions (e.g., spelling and punctuation), media techniques, figurative language, and genre to create, critique, and discuss print and
nonprint texts.

7.

Students conduct research on issues and interests by generating ideas and questions, and by posing
problems. They gather, evaluate, and synthesize data from a variety of sources (e.g., print and nonprint texts, artifacts, people) to communicate their discoveries in ways that suit their purpose and
audience.

8. Students use a variety of technological and informational resources (e.g., libraries, databases, computer networks, video) to gather and synthesize information and to create and communicate
knowledge.

9. Students develop an understanding of and respect for diversity in language use, patterns, and
dialects across cultures, ethnic groups, geographic regions, and social roles.

10. Students whose first language is not English make use of their first language to develop competency in the English language atts and to develop understanding of content across the curriculum.

11.

Students participate as knowledgeable, reflective, creative, and critical members of a variety of
literacy communities.

12.

Students use spoken, written, and visual language to accomplish their own purposes (e.g., for
learning, enjoyment, persuasion, and the exchange of information).

Setting Standards in the English Language Arts
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